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ABSTRACT
This dissertation discusses specific aspects of reading pro-
grams in thirteen selected countries throughout the world: England,
The Netherlands, Denmark, Norway, Sweden, Switzerland, Israel, Iran,
India, Nepal, Japan, Australia, and New Zealand. The chapters are
primarily presented in various sections, including a brief descrip-
tion of present educational policies, teacher training, teacher train
ing in reading, native language, reading methods, special education
programs, research in reading, reading tests, remedial reading educa-
tion, special schools, sex attitudes, relevance of materials,
remedial reading in secondary schools, television and audio-visual
materials, classroom observations, and other items particular
to a
certain country. Other items studied were the age the
child starts
formal reading instruction, pre-reading and pre-school
testing, and
the teaching of English as a second language.
A summary concludes
each chapter.
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The purpose of this research was to study the various methods
used in teaching children to read. Both primary and secondary
school programs were discussed, including remedial reading programs.
The study included a comprehensive questionnaire that was
developed to include specific groups of people: teachers of beginning
and remedial reading, instructors at teachers' colleges, appropriate
members from ministries of education, school psychologists, reading
counselors, reading and speech clinicians, textbook writers, teachers
of the deaf, blind and retarded, headmasters, and others concerned
with the field of reading. Almost all interviewing was done on a
one-to-one relationship. All interviews, but one, were recorded on
cassette tape. The same questions were consistently asked in all
countries. Some of the questions asked were:
1. What are the goals of your reading program?
2. Are you accomplishing your goals?
3. What methods contribute to your success?
4. What are the most outstanding improvements in read-
ing in your country in recent years?
5. What seems to you the most important problem read-
ing classes must face in the near future?
6. How are teachers trained? Where?
7. Are students grouped on any variables?
Heterogeneous? Homogeneous?
8. What are some of the most pressing problems hinder-
ing the reading program?
9. Do you use one method? What is it?
v
10. How early do you teach reading?
11. How does a child's experience play into your read-
ing program?
12. Who, in general, are your poorest readers?
13. Are there any sex differences in reading achieve-
ment?
14. What approach to phonics do you see, if any? Does
your native language influence the teaching of
reading?
15. How much do you emphasize sight words?
16. Do your schools have reading specialists?
17. What provisions are made for slow learners?
18. To what extent is the reading program
individualized?
19. If the country depends on methods other than the
classroom teaching, how effective are those methods?
20. On the average, how long will it take for a child
to achieve independence in reading?
21. Have you a need for a remedial program?
22. How relevant is the content of the materials read
to the life experience of the children?
The period of time for this study was from June 1972 to
May 1973. After this one-year study, it was noted that there was as
wide a diversity in reading methodology among countries as there was
within a country. Observed were many innovative methods used in the
classroom as well as reading programs that could be utilized in this
country.
vi
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CHAPTER I
INTRODUCTION
Origin of This Study
The project came to the attention of this investigator when it
was discovered that there was very little comparative research on
international reading programs either in beginning or remedial read-
ing.* Articles had usually been written by leading linguists and
reading specialists native to a particular country either in English
or translated from the native language to English. Few had dealt
with
reading programs on a global basis. This project attempts to view
reading programs in selected nations around the world and
leaves the
comparative element to the reader.
While it is most important for a country to
interpret and study
their particular reading program, it is very
difficult to call such
studies, if done on a global basis, comparative.
There are too many
variables among nations in their schools
let alone the variables
within a nation. Because of these variables,
it is almost impossible
to do a comparative study in reading,
and as a result very little
l
slnce this "research project was begun,
»oJc=tive^stu
dies
were completed in 1973
^
in Reading and Writing
Stochhdm,
Sweden (New York: John Wiley and
Sons, 1973).
2research has been done comparing the reading achievement of children
2in selected countries.
This investigation was undertaken as an observational and
descriptive study rather than a comparative study. From such a study
one can obtain ideas and suggestions that perhaps can be utilized in
his domain. It is the alert reading person who says "I wonder what
they are doing in that country? Perhaps they have been doing some-
thing in beginning or remedial reading that I can adapt in my pro-
gram."
This investigator does not mean to lessen or demean those who
have pioneered in comparative education. On the contrary, the value
of comparative studies in the field of education is realized:
".
. . it's task (comparative education) with the aid of methods of
other fields is to search for lessons that can be deduced from the
variations in educational practice in different societies." (1) When
one reads a comparative study, he should be tempted to ask, "Now how
can I use this study to help me become a better teacher of reading?"
Dr. Helen Huus, former president of the International Reading
Association, in an address before the World Convention of the
International Reading Association in Australia, 1970, said:
. . .
IRA could arrange for a two-way flow of member
scholars and classroom teachers ... to sponsor a counter-
part from abroad and to provide professional and social
2
Ibid.
contacts for the visitor
. . . the need is appar-
ent. ^ (10)
This is a remarkable request because it ignores several basic
premises: First, what about the language barrier? Surely a native
of Poughkeepsie, New York, would not exchange a teaching post with a
native of Shiraz, Iran, in beginning or remedial reading. What
school, public or private, is going to put up the expense in either
country to exchange teachers that have literally nothing in common?
True, the Englishman may come to the United States or Canada, the
Brazilian may go to Portugal, the French Canadian to Belgium, or the
Australian to New Zealand. But beyond countries of common language,
barriers to an easy exchange of reading teachers remain formidable.
There is, of course, some value in any international exchange experi-
ence.
An experience abroad can result in new perspectives on
oneself, one’s country, the infinite ways of being which
the world has to show ... it afforded many new insights
upon teaching in general, and upon some variations in
school form that might be worth consideration. (14)
Even if comparative studies are accepted as the means for evalu-
ating or understanding reading difficulties throughout the world,
there is disagreement among reading specialists within a country.
How confusing it is to read seemingly conflicting reports on
reading
3
Dr. Huus did clarify this statement (1972) to refer
"more to
IRA councils working together—each in his own land
collect ng in or
mation according to a standard schedule so that f
1*ed
would be comparable. This would bridge any
language barrier for
those for whom the language was native . . .
would e wo g
the project." (11)
4from a particular country. One of the most respected members of the
reading establishment in Japan, Dr. Ichiro K. Sakamoto, stated that
"regretfully, experimental studies on remedial reading techniques or
reading disabilities are still lagging." (16) His son, Dr. Takahiko
Sakamoto, claimed that "we do not have any remedial programs (or
courses) in reading partly because our children do not have many
reading difficulties." (18) Dr. Kiyoshi Makita, a Japanese psychia-
trist who specializes in learning disabilities, claimed that there is
a "rarity of reading disabilities in Japanese children." (12)
Acknowledging this "rarity," Dr. Makita still was able to write an
article on word blindness and reversals among Japanese primary school
children.
This investigator does not mean to set Japan as an example for
what seems to be an inconsistency. But it does appear to be a little
confusing if Dr. Sakamoto and Dr. Makita acknowledge that there is no
reading problem in Japan and Dr. I. Sakamoto claimed that
"... experimental studies on remedial reading techniques or reading
disabilities are still lagging." (16)
Professor Thorsten Husen, who undertook one of the most exhaus-
tive studies in comparative education, The International Stud^_o.f
Achievement in Mathematics , (9) realized that his study did have
validity as compared to studies o£ other subject matter because of
the very nature of his subject, mathematics. Dr. Husen
acknowledged
that mathematics is an international language and
comparable studies
5in mathematics can be achieved. He has said about his particular
study, which took six years and a grant from the United Nations Educa-
tional, Scientific and Cultural Organization (U.N.E.S.C.O.)
,
that
International studies such as this one can enable educa-
tionalists to benefit from the educational experiences
of other countries. ... It helps educationalists to
view their own system of education more objectively or
in a more critical light. (9)
Dr. Husen claimed that "it is possible to measure reading achieve-
ment in a reliable way and to make meaningful cross-national com-
parisons." (21)
Dr. Robert L. Thorndike’s investigation studied the reading
achievements of ten and fourteen-year-old children in fifteen coun-
tries. This investigation rejected younger children because "empiri-
cal cross-national studies with seven and eight-year-old children
present particular difficulties." (21) The study found that reading
comprehension achievement scores, for example, were highest for ten-
4
year-olds in Sweden and for fourteen-year-olds in New Zealand. (22)
The goal of an international program or study can be "to help
teachers to be sensitive to other cultures." (13) This goal can be
applied to the study of a reading program as observed in another
culture. But we must carry it further. The observation of a reading
Shis study is not without criticism. Dr. John Downing claimed
that generalizations are not supported by data and there
are serious
weaknesses in the research design. Teachers would find
the study
difficult to understand. (7) Dr. Downing also claimed
that a com
parison of reading achievement in different countries
is nearly
impossible . . . •" (19)
6program in a school outside the United States can give the investiga-
tor an opportunity to note methods that can be applied, perhaps, to a
reading program in this country as well as help to create a reading
program based on observations of several countries where the structure
of the reading program is either the same or different.
Purpose of This Study
The purpose of this study was to gather evidence on existing
reading programs in selected countries throughout the world; and to
explore the various reading programs encountered in those countries.
An attempt was also made to explore and to show existing situations
and conditions which affected the methods utilized in each country
in the teaching of beginning and remedial reading. From this study
it is hoped that the reader may obtain suggestions on how to prepare
a reading program according to local needs and conditions. The
information gathered by this investigator concerning basic reading
problems and programs should be of help to those who wish to further
study specific reading problems and programs in the various
countries
in this study.
Type of Study
This is a descriptive study of educational
conditions and begin
ning reading and remedial reading programs in
other countries. It is
hoped that this descriptive study will provide
essential knowledge
about the nature of the reading programs
in the countries studied
.
7This investigator developed questions to ask specific groups
of people. Attempts were made to reach and communicate with as many
people involved in "reading" as possible. These people would be
teachers of beginning and remedial reading, instructors at teachers'
colleges, appropriate members from ministries of education, school
psychologists, reading counsellors, reading clinicians, textbook
writers, teachers of the deaf, blind, and retarded, headmasters, and
others concerned with the field of reading. Almost all interviewing
was done on a one-to-one relationship. If English was spoken, there
was greater ease, and accuracy, in communication. If not, inter-
preters were able to convey questions and translate answers.
In fact, very few interpreters were needed. In most cases, the
non-English speaking persons being interviewed could actually under-
stand English but were hesitant about speaking English. Usually the
interpreters were teachers of English or linguistics and were aware
of the process of teaching reading. Even without the use of inter-
preters in the classroom situation, this investigator was able to
rely on over twelve years experience as a reading teacher to give
him the critical eye and ear in observing reading classes no matter
what language was used. The many years of travel and living abroad,
communicating with people there, had greatly aided this investigator
in the sophistication of an interview.
A log or written record was maintained throughout the
year s
study. All the interviews, but one, were recorded on
cassette tape.
8The same questions were consistently asked in all countries. During
each interview, the investigator provided the person interviewed with
a written copy of the questions. The investigator was not rigid,
however, for it was found that the wording of the question had to be
changed to suit the situation.
Twelve basic questions were asked at the interview.
1. What are the goals of your reading program?
2. Are you accomplishing your goals?
3. What methods contribute to your success?
4. What are the most outstanding improvements in
reading in your country in recent years?
5. What seems to you the most important problem
reading classes must "wrestle" with in the near
future?
6. Does your school have full-time or part-time
reading teachers? What is their student load?
7. How are teachers trained? Where?
8. What assistance is available for teachers?
Salary?
9. Who directs what is needed?
10. How are reading programs financed?
11 . Do you have evaluation instruments of tests?
12. Are students grouped on any variables?
Heterogeneous? Homogeneous?
It should be noted that "beginning reading program" was, at
times, substituted for "remedial reading." This investigator
did
discover that many schools did not have remedial programs.
"Reading,
then, would cover both instances.
9A second set of questions were asked during the interview to
/
elaborate further specific areas.
1 . What are some of the most pressing problems hinder-
ing the reading program?
/ 2. Do you use one method? What is it?
I
3. How early do you teach reading?
4. How does a child's experience play into your read-
ing program?
5. Who, in general, are your poorest readers?
6. Are there any sex differences in reading achieve-
ment?
7. Do students work with students?
8. Are books emphasized?
9. What approach to phonics do you use, if any? Does
your native language influence the teaching of
reading?
10. How much do you emphasize sight words?
11. Is it really necessary to teach reading?
12. If books are necessary for teaching reading, do you
use the same book for each child?
13. How regular (in sound/symbol relationship) is your
language?
14. Do your schools have reading specialists?
15. Are there standards (certifications) for teachers?
16. What provisions are made for slow learners?
17. What audio-visual equipment is used in the reading
program?
18. To what extent is the reading program individual-
ized?
10
19 .
J.
21 .
22 .
23 .
24 .
25 .
26 .
27 .
28 .
29 .
30 .
31 .
32 .
The
tion was
Is there any kind of readiness program?
If the country depends on methods other than the
classroom teaching, how effective are these
methods?
At what age do children begin formal reading
instruction?
On the average, how long will it take for a child
to achieve independence in reading?
Is reading taught primarily for communication?
Have you need for a remedial reading program?
How much time is devoted to beginning reading in
comparison to other things?
What is expected by way of teacher preparation?
Is there any evaluation of teachers on the job?
What competencies are measured on the job?
How do children feel about reading as a result
of the particular approach that is being used?
Is there a consistency to the method used or is
it different from grade to grade?
Are standardized tests used extensively for
diagnostic purposes and measures of achievement?
If so, why, and which ones?
How does native language (such as Maori in New
Zealand) fit into the reading program?
What is the structure of general education? For
how many years do the children go to school here?
How relevant is the content of the materials
read to the life experiences of the children?
list of questions could have gone on indefinitely.
Selec
made to fit the situation, who was being interviewed,
the
observable without asking
political climate of the area, and what was
questions
.
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t
The prepared questionnaire was used to remind this investigator
of each item and to standardize the observation and interview. The
questionnaire was used so the information gathered would be uniform
and credible. The form of the questionnaire was of the "open end"
type thus inviting free response. Most of those being interviewed
knew of this investigator through previous introduction and through
awareness of this investigator's research. ^ Those interviewed, like
this investigator, understood the language of "reading."
The cassette tape used for the interview was very important
because it allowed for complete answers; it invited ease and a relax-
ing attitude by the investigator. The most important reasons for the
tape were the short time allowed for the project and the ease in
accumulating material.
Countries Observed
Reading programs, either beginning reading or remedial, or both,
were observed in the following countries:
England
The Netherlands
Denmark
Norway
Sweden
Switzerland
Israel
^Letters requesting cooperation on this project were sent six
months prior to the field research trip. These letters were sent to
ministries of education, educators, reading personnel, cultural
attaches at American embassies, and others that this investigator
thought would be of help to the project.
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Iran
India
Nepal
, Japan
Australia
New Zealand
Research on these countries started in January, 1972, when the
investigator began to look for research on international reading.
At this time the investigator also began to write to the ministries
of education of the countries chosen and other sources that might be
helpful in preparing invitations and itineraries. Some of these
sources were our cultural attaches in the United States embassies
and recognized reading specialists of that country. A directory
prepared annually by the International Reading Association listing
names of reading association members was utilized.
Very few problems were actually encountered in the countries
chosen for the study. Since plans had been made well in advance, the
investigator received full cooperation from the ministries of educa-
tion and school administrators. This investigator noticed few major
irregularities in what had been published by ministries of education
versus policy in educational practices. This investigator realized,
however, that what is officially printed sometimes cannot be fully
adapted to practical everyday policy.
European countries were chosen by the investigator because of
familiarity of these countries and the knowledge that English was
the
"second language" of most people living in these countries.
Israel
and Iran were chosen for countries representing the
Middle-East.
13
India was chosen because of its complex language problem, and Japan
was chosen as a representative of a Far-Eastern country. Australia
and New Zealand were chosen as examples of English speaking countries
that usually have little intercourse with other English speaking
countries. These countries were also selected because of the
diversity of language structure.
One year was allotted for the field study and a month planned
for each country. In actuality, some countries required more than a
month and some less than the planned month. The field work started
in June, 1972, and was completed in May, 1973.
Ages
The ages observed differed from country to country. Some coun-
tries start formal reading lessons at age five while others at ages
six or seven. The classes observed for beginning reading were
Kindergarten through Grade 3, making the maximum age about ten.
Remedial reading classes tended to be higher in age and included the
secondary schools, if remedial reading was available.
The learning of English in non-English speaking countries was
observed, not as a major theme to this study but as a clue as to how
the teaching of English may be utilized as a remedial
tool in this
country. In many cases, it was possible to observe
the teaching of
English in the primary level.
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Observations
The observations were of a non-participating type, observing
reading classes. Observations of these reading classes were but a
part of the overall theme of this study and were used only to record
teaching methods and materials, not for appraising or evaluating the
work in the class or the instructor. The observation, however, was
specific with carefully defined items to look for: books used, num-
ber in class, grouping, materials and equipment used in teaching
reading, and attitudes of students. A record of the observation was
made at the time of the observation and, at times, the cassette
recorder was used. The many years of being a reading teacher and the
continual reading of research and material published has helped
develop a sense of "what to look for" and how to observe without
benefit of an interpreter.
Review of Research in Each Country
Outside the English speaking countries, the reading research
surveyed by this investigator was either in complete translation or
in summaries in English. The quantity of translated research varied
from most— in Scandinavia—to very little— in Japan. There were
several sources in Europe: United Nations Educational, Scientific
and Cultural Organization publications, The Council of
Europe at
Strasbourg, the Paris Office of the International Reading
Association
and research reports in English from universities in
Holland and
Scandinavia. The United States office of The
International Reading
15
Association was able to supply this investigator with summaries of
research reports, although limited, in non-English and English speak-
ing countries. The usual procedure this investigator discovered was
to ask responsible people being interviewed about the research in
their country.
Most international research, however, dealt with combatting illit-
eracy among underdeveloped nations. Although important for another
study, there was not much this investigator could use for his study.
^
In a 1970 edition of The Journal of Educational Research (17)
,
Dr. Eve Malmquist 7 of Sweden stated:
In many European countries, empirical research within the
field of reading is still of rather modest proportions,
partly because of a limited availability of acceptable
measuring instruments. (17)
The difficulty in surveying translations into English, this
investigator discovered, was that since there are many experts in a
country that had exactly opposite views on the same specific reading
matter, such as phonics versus the whole-word method, what little was
translated into English may have represented just one point of view.
Studies in International Reading
Studies made in France and Germany in the last half of the
^Among developed nations, research on reading and testing
is
increasing so rapidly now that many important papers
have not yet
been translated into English.
7Professor of Education, University of Linkoping,
Sweden, and
International President of the International Reading
Association.
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nineteenth century on the psychological processes of reading are the
g
ancestors of today's studies. These early studies encouraged stud-
ies by other investigators. Studies of reading in English speaking
countries began in the early 1900' s. After 1900, so much social
change occurred in the world that the need for comprehensive reading
and instruction became apparent.
After World War II, there was an interest taken in international
studies of reading. In 1952, Dr. William S. Gray of the University
of Chicago was asked by the United Nations Educational, Scientific
and Cultural Organization (U.N.E.S . C.O.) to conduct an international
study of reading practices and methods throughout the world that would
be of help in conquering illiteracy. The study took four years and
was published in 1956 by U.N.E.S. C.O. as The Teaching of Reading and
Writing, An International Survey . It was basically geared for fight
ing illiteracy among adults, although there was a chapter on the
"Nature and Organization of Reading Programmes for Children." (8)
Also in 1952, Dr. Ralph C. Preston of the University of
Pennsylvania conducted a study of reversals in reading and writing
between German and American school children. Dr. Preston
had studied
existing research on reversals and decided to conduct
research usxng
two cultures in which writing direction is the
same. (15)
O
Emile Javal, Dr.
Benno Erdmann, Ahrens,
Lamare, and Ur. Edmond Landolt of France.
A. Goldscheider, and R. F. Muller of
Germany.
Before this investigator started his project, Dr. John Downing
of the University of Victoria, British Columbia, was in the process
of having his book. Comparative Reading, Cross-National Studies of
Behavior and Processes in Reading and Writing (5), edited for publica-
tion. He chose fourteen countries as representing important cultural
and linguistic differences. Specialists in the field of reading were
invited to write a descriptive account of reading in their country.
While this study was a milestone in comparative reading, it lacked
the advantage of a single observer or team of observers.
A study on reading achievement for ten and fourteen-year-olds
in fifteen countries was published in 1973 by Dr. Robert L. Thorndike
of Columbia University. This was a U.N.E.S.C.O. study on reading
comprehension on those two age groups. Beginning reading groups were
not studied. (21)
Dr. Thorsten Husen, whose monumental comparative study on mathe-
matics was mentioned earlier in this introduction, was in the process
of preparing a report that would cover twenty countries and was to
"provide precise information about the outcomes of the teaching of
reading." (2) This report would have been completed under a
U.N.E.S.C.O. grant but has, unfortunately, been temporarily dxs-
banded. (4)
There have been attempts to compare reading programs between
English speaking countries. Although not a major theme, Dr. Jeanne
ChaH's Learning to Read, The Great Debate (3) and Dr.
Charles
18
Silberman s Crisis in the Classroom (2) both draw some form of
comparison between the United States and England.
Methods of Teaching Reading
Throughout this study, mention will be made of various methods
in teaching reading. Basically, there are three approaches to teach-
ing reading: synthetic, analytic, and eclectic. The eclectic
process usually combines the synthetic and analytic and is sometimes
called analytic-synthetic.
The synthetic methods in the teaching or learning of reading
combine the sounds of letters and syllables into larger words,
phrases, or sentences. The analytic methods refer to the breaking
down of the larger units into their elements.
The oldest synthetic methods are the alphabetic, phonic and
syllabic. These methods emphasize words and their sounds. Of the
three, the alphabetic is probably the oldest, dating back to ancient
Greek times. This method assumed that a child could recognize and
pronounce a word if he was familiar with the letters. The student
first was taught the names of the letters in alphabetic order.
Vowels and consonants were then combined, spelled and pronounced.
Later, combinations of up to five letters were learned.
Recognition
of words rather than meaning was emphasized. One
problem in this
method is that sounds of the names of letters often
do not neces-
sarily follow the pronunciation of the letters.
While the alphabetic
method may not be used wholly today, it is either
combined with other
19
methods or used as a remedial method.
J „The phonic method utilizes the sounds of letters. This may be
effective in languages which are highly phonetic but may present
problems in languages that are not. The start of a phonic program
had the child study the vowels first and then a consonant was added.
Syllables were created and then combined into words. Many countries
still follow this system, or a modified version. Although the phonic
method allows word recognition, it may not allow comprehension.
The syllabic method utilizes the combination of syllables to
form words. It is a method particularly used in languages where com-
binations of consonants and vowels can be pronounced consistently,
such as in Spanish or languages of simple syllabic structure. It can
also be used in the teaching of Japanese.
The analytic methods are sometimes known as the "global method"
or "gestalt method." The assumption here is that the child recognizes
"wholes" and then can go into detail. The analytic methods could
apply to any language. These methods are either word, phrase,
"sentence," or "story."
The word method has been called in this country the "look-and-
say" or "see-and-say" method. Until words are known at sight,
various
memory games such as poems or songs are used to help the child
remem-
ber the new word. Sometimes a kinesthetic method, a tracing of
the
word, will be employed. The Belgian physician, Decroly,
was an
advocate of the word method, and it achieved popularity
in The
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Netherlands during the 1920's and the 1930's. The criticism of this
method is that it requires well-trained teachers, may not develop
accuracy, may not encourage independence in word recognition, and may
result in reading retardation for some.
phrase method is similar to the word method. Some educators
claim that this method is more interesting to the child than single
words and has more meaning.
The sentence method, like the word and phrase method, relies on
the child learning the complete sentence. Short sentences are used
that relate to the interests and experiences of the pupils. This
investigator has seen it used with apparent success in the schools
in Bombay. The story method is an expansion of the sentence method.
This method is used in Japan.
The eclectic method utilizes both synthetic and analytic methods.
Many experienced reading teachers, without knowing it, probably use
it in their classroom. This method does help for broader objectives
in the teaching of reading than perhaps a more specialized program of
teaching reading. Many innovative methods in the teaching of reading
are basically an eclectic approach. With this method the teacher can
organize his or her instruction to develop attitudes and skills in
meeting the needs of the child.
Limitations of the Study
Time permitted for this study did have some effect on
the amount
of information gathered. More time would have been
desirable in such
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countries as Iran and India, for example. The problem of transporta-
tion expenses limited the study to Tehran in Iran and Bombay in India.
Also limiting the study in India was the problem of the diversity of
the thirteen officially recognized languages. A study subdividing
methods according to different languages within a country would have
made the study too comprehensive, complex, and expensive.
This investigator did not have a research grant that would enable
the employment of investigators to gather information. Rather, all
information had to be accumulated by one investigator in the field.
Studies relating to beginning and remedial reading were very
limited, and those outside "western" countries were almost non-
existent. Very little research could either back-up what this
investigator found or dispute information found.
Since the study was made usually concerning young children as
subjects, it was almost impossible to obtain through direct conversa-
tions the attitudes of children in the classroom. This investigator
had to rely on the observations of classroom attentiveness and
responses of the children for their attitudes.
The reader is now invited to follow this odyssey around the
world to study reading programs and related items encountered in
these countries.
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CHAPTER II
ENGLAND
The British Isles, because of their closeness, accessibility,
language, cultural and historical relationship to this country, have
seemingly enjoyed a mutual exchange of educational literature with
the United States. Since so much has been written on English educa-
tion, its philosophies, practices, methods, and administration, this
investigator has focused on such items as teacher education in read-
ing, reading remediation, and educational television and radio.
Education
The genesis of the present educational policies in Great Britain
can be dated from the Education Act of 1944 which cancelled all pre-
vious Education Acts in Britain. The public system of education was
completely reframed. Even schools outside the system became liable
for inspection. The Board of Education of Great Britain was elevated
to the Ministry of Education thus becoming a cabinet post. Previ-
ously, the Board could only supervise matters relating to education.
The Minister of Education now had the power to develop a national
policy for education.
With the advent of the Act, compulsory education was raised to
of fifteen and three classifications of education werethe age
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established: primary, secondary, and further education. 1 This
replaced the old elementary and higher education division.
For the first time in English educational history, a student
could attend school from the age of five through sixteen or seventeen
without paying tuition at the secondary level. Following government
requests, further change began in 1965 when local authorities reacted
to political/educational philosophies on the traditional examination
taken at age eleven, which determined the type of secondary school a
child could attend. It was, in some communities, discontinued and
the comprehensive school was created.
By 1971 there were one thousand three hundred comprehensive
schools which enrolled thirty-five percent of the secondary age
group in Great Britain. The comprehensive school took several forms:
schools for eleven to eighteen-year-olds, middle schools for children
from the ages of eight to thirteen, and other arrangements to compete
or coexist with grammar schools. Because of the variety of compre-
hensive schools, there appears to be no typical or average comprehen-
sive school.
The primary school is the combination of two groups, the infant
school that includes children from ages five to seven, and the junior
school that includes children from ages seven to eleven. The second-
ary school would include children of ages twelve to sixteen and some-
times up to the age of eighteen. The majority of the twenty-three
1
In 1970, the compulsory education age was raised to
sixteen.
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thousand primary schools in Great Britain provide for general educa-
tion. Most of these schools take boys and girls at the first quarter
after their fifth birthday.
Traditionally, as with most European countries, students were
sent to either academic, technical, or trade schools, after compet-
ing in achievement tests at the age of eleven. The British grammar
school, established for academic, pre-university training for the
educational elite, is still competing with the comprehensive school.
It was the hope of the Labour Party that the grammar school would be
absorbed by the comprehensive school system. In some areas of the
country the grammar school has disappeared, but it is still holding
well in areas of conservative power. In areas where the grammar
school is entrenched, the comprehensive school finds itself in a
second-class role.
Teacher Training
A qualified teacher is required to successfully complete a
course in teacher training that is normally three years at one of the
over one hundred sixty teacher training colleges in England and Wales.
As to the classes given to the teaching of reading, it appears that
the teacher training program does not include sufficient training.
In her 1971 investigation for the James Committee's Inquiry
into
Teacher Training (15), Dr. Vera Southgate Booth of the
University of
Manchester's School of Education, submitted to the
Committee the
school teachers only had twelve hours (total)information that primary
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instruction in the early stages of reading (23). The James
Committee, appointed by Mrs. Margaret Thatcher, Secretary of State,
Department of Education and Science, was to "enquire into the present
arrangements for the education, training and probation of teachers in
England . . . ." (p. iii) (15) The Committee, in its published
report (1972), stated that ". . . it may not be surprising, although
it is certainly alarming, that such matters as the teaching of read-
ing should sometimes appear to be neglected." (par. 3.5) (15)
Seemingly embarrassed by the revelations of the James Committee
and compounded by criticism from reading specialists throughout
Britain, the Department of Education and Science in 1973 stated that
"all students intending to teach in infant or primary schools under-
take, as part of their initial training, a course in the teaching of
reading." The Department stated that the course will "... aim to
provide the student with an understanding of language development,
the basic techniques of teaching reading, and the identification of
reading difficulties." The Department acknowledged that specific
help with the teaching of reading was given to the student during his
or her practice teaching. This seemed to imply that the Department
of Education relied on experienced teachers to help the student
teacher in reading and remedial reading. As to remedial reading
courses for student teachers, the Department of Education and Science
admitted that colleges of education may include in their program
some
instruction in remedial reading techniques or provide optional
courses
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in this field. 2 Q-6)
It becomes understandable when one of Britain’s leading authori-
ties in reading education, Dr. Elizabeth J. Goodacre, University of
Reading s Teacher Training College, wrote in 1973, "It is difficult
to obtain information about the professional preparation of teachers
for teaching reading. (p. 372) (17) Although the James Committee
did not investigate the teaching of reading exclusively, it did
recommend that a complete study be undertaken by the Ministry of
Education and Science concerning teacher training in reading. 3 The
James Committee also recommended that inservice programs be increased
for experienced teachers through the Department of Education and
Science (par. 2.7), and also recommended that the Open University
develop materials for inservice courses in reading, (par. 2.36) (15)
Spurred by the results and the recommendations of the James
Committee, the Ministry of Education has been involved in the crea-
tion of one-term or one-year full time courses in reading and remedial
reading for experienced teachers. The Department of Education and
Science has established these courses with certain teacher training
colleges throughout the country. The School of Education at the
Uniyersity of Reading, for example offers an inservice course "to
giVe members the opportunity to consolidate and extend their knowledge
2
Because of the apparent minimal reading courses offered at
teacher colleges, there is no certification program in reading or
remedial reading.
J
To be published in 1974.
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of the teaching of reading and their understanding of the cognitive
functions involved in learning to read." (29) The School of Education
at the University of Reading also maintains a center for the teaching
of reading that includes a permanent exhibition at the center con-
sisting of books and games pertaining to the teaching of reading.
The object of the center, as explained by Mrs. Betty Root, Tutor- in-
Charge, is "to help those concerned with the teaching of reading in
schools, and lectures in colleges of education responsible for
instruction of students in the teaching of the subject." (31)
Several other colleges of education have established reading
centers which are open to both students and teachers. These centers
offer inservice courses to teachers and maintain reference libraries
of books on reading, games and other aids. Not associated with a
training college, The Centre for Language in Primary Education in
London, under the direction of Mr. David McKay, offers inservice
courses for teachers and also maintains a resource library of books
and materials on reading. Throughout the United Kingdom there are
book displays at conferences where teachers can study texts and dis-
cuss programs with the publisher s representatives.
The Department of Education and Science has created these special
inservice courses for experienced teachers who have taught for a
mini-
mum of five years. A teacher who has just finished her three
years
at a teacher training college is not eligible. The
new teacher may.
however, take full advantage of the reading centers.
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Some of the colleges that offer the full-time course in special
education for experienced teachers grant special diplomas to the
graduates. Totley-Thornbridge College of Education at Sheffield
University, for example, offers a Diploma in the Teaching of Reading.
This full-time course lasts one academic year. The teacher who obtains
the Diploma is supposed to have an overall knowledge of the skills
involved in reading and techniques on how to apply them in either one
of the following stages: nursery and infant school, junior school,
secondary and beyond. (37) According to the curriculum directive
issued by Totley-Thornbridge:
Amongst areas to be covered will be significance of child
development to reading—the relationship of reading to the
other language skills—theories of learning—linguistics
and reading
—
prereading activities—the concept of reading
readiness—beginning reading—reading in the middle and
secondary schools—adult study skills—reasons for failure
in learning to read—remedial techniques—intelligence and
attainment tests—research in reading. (37)
Not only do these successful graduates deserve their Diploma, but in
the opinion of this investigator, a medal!
The University of Durham offers a program in primary education.
This course is designed more for modern educational theory and its
curriculum implications. Although not a course devoted entirely to
4
reading, it does offer an experienced teacher (of at least five
years) the opportunity to specialize in "reading and curriculum. (10)
This means that those students with a special interest in
remedial
^Experienced teachers taking the full-time course are
sometimes
called "mature trainee teachers."
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education will be allowed to concentrate on that area. Other
examples of courses in primary education can be found in Cambridge,
Leeds, and Newcastle.
A variety of diplomas are offered teachers that complete the
/
full-time course from the various teacher colleges: Diploma in the
Teaching of Children with Learning Difficulties, Certificate in
Special Education, Certificate in the Education of Handicapped
Children, Certificate in the Education of Backward Children, Diploma
in Education (Remedial or Special Education)
,
Diploma in the
Education of Slow-Learning Children in the Ordinary School, and a
Diploma in the Teaching of Children with Special Needs. (10)
A short program of one month is offered at the Centre for the
Teaching of Reading, University of Reading School of Education:
Teaching of Reading and the Language Arts. This is a course for
teachers selected by their local education board as potential orga-
nizers of local inservice courses, reading teachers of reading centers,
and instructors from colleges of education wishing to start inservice
courses in reading. This short program, which is an example of what
other centers offer, includes:
. . .
psychology of reading, development of early language
skills, basic linguistics, reading readiness, the testing
of theories of reading instruction, design and analysis of
reading experiments and evaluation of reading programs.
(p. 1Q5) (10)
The Open University offers a course concerned with
improving
standards of reading, early reading and remedial
reading, and reading
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ability in the middle years of schooling. (24) This is a program for
experienced teachers and also includes:
. . . reading in every area of the curriculum. It is con-
cerned with reading for learning as well as reading for
enrichment or enjoyment. Opportunities are also provided
for students to study and develop their own reading. The
theoretical element in each area is substantial but the
emphasis is on practical applications. (28)
There are also various organizations concerned with remedial
reading in England that are not only involved with educating teachers
but the parent as well. Two of these organizations are the National
Association for Remedial Education and the Schools Council. An
organization of local parents groups publish, collectively, The
Dyslexia Review . (19)
Summarizing this section on teacher education in reading, it
would seem that the Ministry of Education is greatly concerned that
experienced teachers have not had sufficient training in the teacher
colleges and is now putting forth all effort to correct this defi-
ciency. Unless the teacher's training program is extended to a
four-
year period, according to the opinion of this investigator,
it does
not appear that reading programs will increase in teacher
colleges.
However, as Charles Silberman pointed out in Crisis
in the Classroom
(36) , the British inservice programs
are well-established and seem to
provide a vital resource for the on-going
professional training of
teachers. For the present, new teachers
will have to rely more on
reading centers and inservice courses offered
to them through their
local boards of education.
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Methods
recently, most English primary teachers used the same type
of reading program: controlled vocabulary—
-usually emphasizing the
whole word or look-say approach. In this traditional method of teach-
ing reading, the child reads to the teacher and:
... she tells him new words, helps him recall words he
has already seen, and sometimes suggests the use of con-
text clues or discusses with him one or two phonic gener-
alizations. She less frequently questions him on mean-
ing. (27)
The teacher in the primary classes has also used combinations of the
alphabetic, sentence, and phonic methods. Professor Elizabeth Goodacre
of the Teacher’s College at the University of Reading conducted a
survey (1967) and discovered that although these traditional methods
were still being used, they were used in combination. Dr. Goodacre
found in the one hundred schools she surveyed that the suggested
order of using methods was usually: sentence, whole-word, and then
phonics. She also found that the alphabetic method had been replaced
by the phonic method and that the whole-word or look-say method is
used in conjunction with phonics and particularly with students having
difficulty with reading in class. (20)
The Goodacre survey also noticed that infant school teachers
reported that the method used to interest students to read was "the
practice of labeling objects so that children gradually become
familiar with the printed word." (20) These gradual changes among
English primary teachers from dependency on a single
program to the
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use of several programs, usually similar in approach, are based
largely on global methods and vocabulary control. (17) Some teachers
permit and consider it important for children to make mistakes in
reading and to be allowed to correct themselves. They believe that
if children can become aware of their errors they can begin to reach
success. (21) Teachers trained in the 1950’s had been given informa-
tion about global methods, particularly the sentence method, but few,
if any, received information about phonics, phonetics or linguistic
principles in general. (16, 17)
In 1969, Dr. Joyce Morris of the University of London stated
in a study on reading standards for the National Foundation for
Educational Research that fifteen percent of children had not learned
to read in the first two or three years and seven percent left
elementary schools as very poor readers. (25) It had been traditional
in England that a child must have learned to read by the time he left
infant school. Dr. Morris pointed out that even back in 1931 a
government committee on the primary school stated that "the process
of learning to read should be nearly finished by the time the pupil
reaches the age of seven." (p. 129) (24) This same committee con-
sidered the role of the junior school teacher as developing reading
comprehension and after the age of seven very few children need aid
in reading mechanics. (24) Dr. Morris could only conclude that most
teachers were unfamiliar with the wide range of reading methods and
programs
.
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Taking an interest in the Morris study, Dr. Elizabeth Goodacre
of Reading University published "A List of Published Reading Schemes
for the Primary School. So interested were teachers in discovering
new methods to use in their classrooms that the first edition was sold
out in six months and the 1970 edition was sold out in one year. (21)
Mention must be made of the Initial Teaching Alphabet, known
simply as i/t/a. This method of teaching reading was the result of
the work done by Sir Isaac Pitman in the early 1900’s to simplify
the transcription of the sounds of the English language. His son,
Sir James Pitman, promoted this concept of a simplified spelling by
adding eighteen new symbols which increases the known alphabet of
twenty-six letters to forty-four letters. (1) Sir James soon had a
following of distinguished reading specialists who began to realize
the potential value of i/t/a.
In 1950, a government survey discovered that two hundred forty-
five out of every one thousand fifteen-year-olds were backward
readers and sixty-five were semi-illiterate and even illiterate. In
1953, the National Foundation for Educational Research in England and
Wales (NFER) found that by the age of seven a large proportion of
children had not achieved mastery in reading. These surveys
encouraged the popularity of such an innovative reading program as
i/t/a. 5 Since 1960, i/t/a has been very popular in England. By 1966
5
The fact that Sir James Pitman was a Member of Parliament
was
considered, by some, as an influencing fact in obtaining
approval
from the government to allow his i/t/a program in the
schools.
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one thousand five hundred seventeen schools in England were using
the program. At that time, it represented five percent of the infant
schools. (35) The Initial Teaching Alphabet is used only in the first
two years of school and then the child returns to traditional orthog-
raphy during the third year of school.
Remediation
As recently as 1973, the Department of Education and Science
decided that it was better for the great majority of children with
reading difficulties to be taught in ordinary primary and secondary
schools rather than encourage reading clinics within or outside the
school. The Department claimed that most schools do their best to
help the academically less able by varying class size according to
the needs of the pupils and enabling those who need remedial work to
work together with their teacher.
Some schools in Great Britain allow a part-time teacher to come
in and take over the class while the regular teacher works with the
remedial students. In this case, the regular teacher works with her
own students establishing greater confidence with her students and
rapport.
The Department of Education and Science found, in 1971, that two-
thirds of secondary schools had no special department in which to deal
with the fifteen percent of the school population of slow learners.
Only fifteen out of one hundred seventy remedial teachers, the
Department discovered, had taken a one-year course in remedial
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education and only eleven had taken a short-term course. (21) As for
the students:
In most schools the pupils are generally either taken from
their ordinary class and made to concentrate on a limited
diet of basic skills or left to flounder in an academic
curriculum. Not surprisingly, many pupils retire bored,
disaffected and semi-literate by the age of fifteen. (21)
No secondary school was found in 1971 to have accommodation expressly
designed for slow learning pupils. (19) Even developmental reading
was surprising to many teachers. Even in 1973, the Open University
found that most students training to become secondary high school
teachers were not interested in courses on remedial reading. (28)
While there are not pre-reading or reading programs encouraged
in state nursery schools, pre-school teachers are asked to observe
deprived and disadvantaged young children, including immigrant chil-
dren, and note any language and conceptual weaknesses. (27)
Relevance
Educators in the United Kingdom have been concerned with the
relevance of literature to school children. Some argue that children
are more interested in books dealing with adventure and mystery rather
than stories with realistic backgrounds of their own environment.
According to Dr. Elizabeth Goodacre of Reading University, it appears
that at the secondary level students are not happy with the books
recommended by their school. (21) Television seems to have influ-
enced the reading habits of English school children.
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The children watch ... TV programs intended not for
children at all but for adult information or titillation.
This leads to a precocious sophistication on the part of
children, and they soon find themselves either indif-
ferent to much of the material (in literature especially)
offered them in school, or highly critical of it.
(p. 45) (32)
/
The Department of Education and Science published a report
called The Children and Their Primary Schools (Plowden Report 1967)
.
The report was concerned that if a child quickly learns to read in
the infant school it does not follow that his time is best spent in
independent reading. There was concern that the child would have
books worth reading and "that their substance does not outrun . . .
experience and maturity." (p. 213) (11)
The report was especially concerned with the "books of yester-
day because they derive from a period when children were artificially
insulated from adult life . . . ." (11) There was also concern that
books were written by people whose own philosophies and literary
education was based on the Romantic traditions of the nineteenth
century; "traditions based, to a degree that was unrealistic even in
their own day, on rural life." (p. 57) (32) The Plowden Commission
also found that there were still not enough books of literary quality
in primary schools and what few books there were, too little time was
given to reading them. For children in the primary classes
who are
considered backward, the commission stated that "there is
still an
insufficient supply of good light literature for the less
able chil-
dren." (p. 215) (ID
AO
The Plowden Report
The comprehensive "Plowden Report" of 1967, officially called
Children and Their Primary Schools
,
was sponsored by the Department
of Education and Science. Lady Plowden of the Central Advisory
Council for Education was its chairman.
The Plowden Report was very concerned about the entry of chil-
dren beginning school the term after their fifth birthday. (There
are four terms in the school year.) Children, the Commission found,
who are born in the summer and who are younger and have a shorter
time in school than others before they are promoted, tend to be placed
in low stream. The high stream had the highest average age and the
low ability streams the youngest.
The report would like to see some part-time or half-time educa-
tion between the ages of three and five, and also recommend that the
statutory time by which children go to school as the September term
following their fifth birthday. The report acknowledges that spoken
language plays a central role in learning and "the development of
language is . . . central to the educational process." (11)
... The complex perceptual motor skills of reading and
writing are based in their first stages upon speech and
the wealth and the variety of experience from which effec-
tive language develops, (p. 19) (11)
Reading and writing, the report stated, can only be
introduced simul-
taneously when there is a "reasonable command of
the spoken language.
(p. 23) (26)
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The members of the report committee applauded the teacher who
was not caught up with the latest fashion in reading but carefully
chooses methods and books to fit the age, interest and ability of
individual pupils and instead of relying on one reading program
selects different characteristics from many to fit the child. The
report realized that there are those children who cannot grasp a
graduated series and that there are those children who do well with
teacher-made books. There are those who can go right through a
series of books and others that will require a great deal of sup-
plemental material. (11)
The Plowden Report did not agree or disagree with the Initial
Teaching Alphabet program, but would like to see more investigations
made into evidence of its success "with beginners and with children
who have failed to read in the conventional alphabet." (p. 213) (11)
They also would not approve or disapprove teaching machines, while
acknowledging that these machines have been proven successful for
teaching backward secondary students to read. The report stated that
it would like to see more research on the use of reading machines.
While praising the Plowden Report, Dr. Joyce Morris of London
University saw the recommendations as costing "many millions of
pounds to translate into actuality. ... If all the
recommendations
were carried out. It would probably bankrupt the country."
(p. 28)
(26 )
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The Thatcher Report
The Secretary of State for Education and Science, Mrs. Margaret
Thatcher, M.P., published a "Parliamentary Report" titled "Children
with Specific Reading Difficulties." This report of the Advisory
Committee on Handicapped Children is sometimes known as the "Tizard
Report" after its chairman, Professor J. Tizard, Research Professor
of Child Development, University of London Institute of Education.
(19) The Report was published in May, 1971 "to advise her whether
any guidance was required by local education authorities on the educa-
tion of children suffering from dyslexia." (p. iii) (12)
Mrs. Thatcher’s committee listed several recommended approaches
to the problems of children with reading difficulties. They
acknowledged that the child must utilize various processes to enable
him to "recognize words and symbols" but when the child does not
develop one or more of these processes, he "is likely to be unusually
slow in learning to read." (p. 1) (12) The Committee also acknowl-
edged that terminology in what is a retarded reader has prevented
legislation to aid retarded readers. Teachers, psychologists, educa-
tionalists, and neurologists agree that some form of remediation is
needed, although they may have conflicting opinions. (12)
Although agreeing that children with severe reading difficulties
be identified as early as possible, the report rejected the idea
that
reading difficulties can be identified at the age of
five when the
child first enters the ordinary school. But the
first two years of
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school should bring it out, in the eyes of an experienced teacher,
"the children whose development differs from that of the other
children." (p. 4) (12) The report recommended that remediation
should start at the ages of seven to eight for meaningful results.
The location, then, for finding the child with severe reading prob-
lems was the responsibility of the teacher. (12) Individualized or
tailor-made remedial approaches should be utilized for the child.
Remedial centers were recommended as the place to send the child if
all other remedial aid has not been effective in the school. The
Report especially mentioned and praised the World Blind Centre,
in London, which was closed in August, 1971, as the Report was being
completed. (12)
The Thatcher Report has come under heavy criticism from the
local dyslexia associations who claim the Government did not invite
parents and teachers to give evidence to Mrs. Thatcher's Advisory
Subcommittee on Handicapped Children. Mrs. Thatcher replied: I
shall be pleased to hear from parents, especially those who have
children with reading problems." (19)
Research
Until 1953, little research had been conducted in England
con-
cerning why some pupils left school without being able to
read or
found reading difficult. (24) In 1954, the Kent
Education Committee
asked the National Foundation for Educational
Research to investigate
the "associations between school conditions
and average reading
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attainment as measured by a comprehension test." The second part of
the research was "largely concentrated upon factors in the school
situation which particularly affects the progress of poor readers."
(pp. v-vi) (24) In this Kent study, a questionnaire was prepared to
be used with the head-teacher of each of the sixty schools used in
the testing.
The study was conducted on children in the last year of their
primary school and compared with children of the same age in the
country as a whole. The study utilized studies conducted by the
Ministry of Education in 1948 and 1952. "Of the three hundred sixty-
eight teachers in the sample schools, there were only four who had
attended a year’s course in remedial education." (p. iii) (24) With
the apparent disability of formally trained teachers in remedial
reading, Kent children had achieved a reading attainment above the
average for the country as a whole, (p. 123) (24) The study also
showed the close association between high socio-economic status and
good reading attainment. (20)
A similar study was conducted in the county of Surrey in 1970.
The findings included "the fact that the greatest proportion of
children failing (defined as reading age more than one year less than
chronological) were of no more than average ability." (21) In the
Surrey survey, children of 110 IQ and above were tested and 1.4
per-
cent of these children were found to be one year
behind in reading.
This led to a growing concern among some educators
that some children
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have reading difficulties for some time and that a few may even have
severe difficulties over a lengthy period. These educators then
realized the importance of providing different forms of remedial
aid and that teachers must be made aware that they must deal with
children with reading difficulties "irrespective of the age range
taught." (21)
Similar surveys were made in Middlesborough (1953)
,
Leeds (1953)
,
Swansea (1954)
,
Manmouthshire (1954)
,
and Ministry of Education
Surveys (1952, 1956) with basically the same results. (24)
Sex and Reading
The question of evaluating reading ability according to sex in
Britain has always intrigued researchers, as in the United States.
The research done in Britain concerning the relative performance of
boys and girls on reading tests has been conflicting. (18) Studies
done in Brighton, Middlesborough, and Swansea have found that girls
seem to be superior to boys in reading ability. But the surveys con-
ducted by the Ministry of Education in 1948, 1952, and 1956, as well
as a study done by Dr. Joyce Morris (1966) found more boys than girls
superior in reading ability. (18) The Morris survey in 1966 (as well
as a Schonell survey in 1942) did find more boys than girls placed in
remedial or special classes or groups for backward readers. Both
Morris and Schonell cautioned that because of more boys in
remedial
classes, it still did not prove that boys were worse
readers than
girls, (p. 19) (18) They both came to the conclusion
that boys are
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"more likely to be recognized .as poor readers by their teachers."
(p. 19) (18) They both also seemed to agree that it "is a tenable
hypothesis" that boys will also react more violently so they can be
picked out more easily for remedial classes.
Reading Age
Research into the age a child may start formal reading was done
by D. V. Thakray of the University of London in 1956. He came to the
conclusion that British children must have reached a minimum mental
age of five and one-half years before the teaching of formal reading
should begin, (p. 54) (18) Morris (1959) and Thakray (1965, 1971)
found in their respective studies that most British children had
started formal reading by the end of their second term or age
seven. (18)
Radio and Television
In 1971, the School Broadcasting Council for the United Kingdom
asked the government owned British Broadcasting Corporation (BBC) to
provide a series of reading programs for six to eight-year-old chil-
dren who have persistent reading difficulties. BBC Television created
the program Words and Pictures and in 1972, it was televised to the
classroom twice daily.
6
The "Story Programme" was broadcast on
6
Since September, 1973, the broadcasts were beamed on
VHF fre
quency. Regular home receivers are on a Medium Wave and
would not
pick up the VHF frequency.
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Mondays, repeated on Thursdays; and "Reading Practice" was broadcast
on Tuesdays and repeated on Fridays. (5)
Up in the Attic" was the first program in the series Words and
Pictures
. It was first broadcast in the summer of 1972. Dr. Joyce M.
Morris was the consultant to this program, as she was to all the pro-
grams, and Miss Claire Chovil of BBC Schools Television was the series
producer. It was emphasized by BBC that the program would not be
planned for non-readers and cautioned that it was not suitable for
children who have no phonic background as it introduced simple phonic
clues that would help children attack the reading of the new word.
The program aims:
(1) To give children practice in reading, and to intro-
duce simple word attack skills, based on phonic
approach.
(2) To give children a story which can be used in oral
language work and in creative work including craft,
and which can lead to an increase in a child's
vocabulary and other powers of expression, (p. 10)
(34)
It is a fifteen-minute program. The first part is the story and the
second part the phonic work. Stories are enacted by puppets, and the
final story is acted by children wearing masks. (5)
The stories are made the basis of phonic teaching and deal with
initial consonants, short vowels, word building, lazy letters (such
as "ss" and "rr")
,
the magic "e"
,
consonant blends, soft "c" and soft
"g", word endings "ing" and "ed". These phonic generalizations will
be concentrated by the second program. Children are asked to read
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words from the television screen. A fuller version of the TV story
is included in the "Teachers' Notes." (5)
Sam on Buff's Island" is a carry-on of the "Up in the Attic"
series. It came during the autumn school year. Phonics is again
emphasized.
The aims of the series can be used as a focal point for:
(a) Increasing spoken vocabulary and developing oral
language generally;
(b) Developing skills in listening to and recognizing
the sounds (phonemes) of English and their
associated letters (graphemes)
;
(c) Practicing reading;
(d) Art, craft, and simple games can also be developed
from the story, (p. 2) (6)
Teachers were invited to report to the School Broadcasting Council.
Unsolicited letters from teacher and students were also received.
Teachers notes, in general, highly praised the series as beneficial
to their students. (8) The phonic training was welcomed by teachers
and many wrote to tell of improvements in reading ability. Many slower
seven to eight-year-olds, it was observed, became aware of the phonic
ideas and, as a result, spelling improved. (8)
Schools were visited by Education Officers from the School
Broadcasting Council and their reports indicated that the children
were totally absorbed as they watched. The did fear, however, that
the child did not understand fully what they watched. (8) No one
contradicted the goal of the producer in assuming that phonic instruc-
tion was necessary for the whole-word methods of beginning reading.
The producers of the series acknowledged that teachers and their
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methods differ and some schools include phonics at an early stage and
some scarcely at all. They realized that the program had to appeal
over this diverse field. The most frequent criticism of the series
was that there was not enough time to do the work with accompanying
literature. (8)
BBC had also developed another series, Look and Read , for the
seven to nine age group designed to help children who have some skill
in word recognition, but still find reading difficult. It can also
be used for remedial classes in some secondary schools. This program
issues a long-playing record based on the series, "The Boy From
Space." (7) This series came on during the Autumn of 1972. Each
program included an episode from the film story, and the vocabulary
used forms the basis of the language work in the rest of the program.
Children are asked to read from the screen during the broadcast. The
reading includes look-say words, sentences, and a continuous passage
from the text published in the pupil's pamphlet. There is also phonic
and other analytical word practice, some of it illustrated with ani-
mated film. (p. 14) (34) Short vowels and initial consonants are
stressed as are word "families" ("ar" — are, car, star; "ay" — lay,
may, way), initial consonant blends and digraphs, word endings "ing"
and "ed" and the magic "e". The "Teachers' Notes" for the program
includes a section of games and apparatus to help children master
phonic skills.
The Spring of 1973 saw Look and Read , "Joe and the Sheep
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Rustlers” followed by "Boy From Space.” The program included vowel
combinations, rhyming words, verbs, and further practice on the
Autumn term word work. (34)
Listening and Reading I was a program consisting of ten radio
programs and was first broadcast in Autumn, 1971. It contained no
teaching material and is not a remedial series. Its purpose was to
encourage reading by building up interest and confidence and increas-
ing fluency in children ages six to seven learning to read by any
method, (p. 9) (34) Listening and Reading II was designed for eight-
year-olds. It was broadcast in the Spring of 1972. Listening and
Reading III was broadcast in the Summer of 1972. This Summer program
was a one-term series of ten-minute broadcasts for children eleven to
thirteen. The series was designed for slow and backward readers.
Each of these series (I-III) was "aimed at a different audience in
chronologically ascending order." (p. 6) (34)
The series contains no teaching material; it can be used as
_a strong background adjunct and support for children learn-
ing to read by any method. Its purpose is to build up
interest and confidence, and to increase fluency, (p. 6)
( 34 )
These radio programs could be used in the Initial Teaching
Alphabet (i/t/a) program as the children change over to traditional
orthography thus "accustoming the eye to read normal print while the
ear hears normal speech." Cp. 10) (34) Reports on Listening and
Reading specify that teachers noticed an increase with attention and
that children did show an "increased power of verbal expression and
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critical articulate appreciation regarding the stories." (p. 11) (3)
Also noticed was the improvement in fluency, phrasing, pronounciation
and "expression" in both average and good readers, (p. 12) (3) The
1973-74 season had a new TV series, You and Me
,
designed for nursery
school children. Such a series was hoped to:
. . . assist in closing the gap between home and school
that still exists in some areas and in breaking what has
been described as the 'pervasive pattern of disadvantage.'
(p. ID (3)
A radio program, Playtime
,
designed for four and five-year-olds
in the infant schools was also started in the 1973-74 season. This
series included poems, nursery rhymes, songs, action games, stories
and sounds in which children can participate, and "will aim these
experiences to development movement arising out of natural play."
(p. 11) (3) There is also a radio series for immigrant children of
ages eight to eleven learning English as a second language called
Hello! Hello!
BBC publishes a guide to teacher on classroom practice, Using
Radio and Television . This publication is prepared in conjunction
with the Association of Teachers in Colleges and Departments of
Education by the School Broadcasting Council for the United Kingdom.
This pamphlet gives outline information about the contribu-
tion the BBC radio (including radiovision) and television
make to the education of pupils and students five to
eighteen, and it offers advice and guidance on the most
effective use of broadcasts and their associated
material.
(9)
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Reading Tests
Similar to the United States, there is a multitude of reading
tests in Great Britain. Many of these tests are used in the
Commonwealth countries as well. Other tests are created by research
reading centers and individual teachers.
Eighteen of the more popular published tests are listed (30)
:
(1) "Burt Word Recognition Test" — (C. Burt). The age
range is 4 to 15 years and consists of one hundred
ten graded words.
(2) "Carver Word Recognition Test" — (Clifford Carver).
The age range is 4 to 8.6 years. This untimed test
consists of fifty items in increasing order of diffi-
culty.
(3) "English Picture Vocabulary Tests" — (M. A. Brimer
and L. M. Dunn). There is a pre-school version, age
range 3.0 to 4.11 years, a test for the 5.0 to 7.11
range, and a test for the 7.0 to 11.11 range. There
is also an 11.0 to Adult test.
(4) "G.A.P. Reading Comprehension Test" — (J. McLeod).
The age range is 7.6 to 12.6 years and is a group
test that consists of filling in missing words.
(5) "Harrison-Stroud Reading Readiness" — (M. L. Harrison
and J. B. Stroud). The group or individual test is
for the 6-year-old student and the test consists of
tests for specific abilities and skills that children
use in beginning to learn to read.
(6) "Holbom Reading Scale" — (A. F. Watts) . This
individual test is for the age range of 5 to 11 years
and consists of thirty-three sentences of increasing
difficulty.
(7) "Kingston Test of Silent Reading" — (M. E. Hebron).
This group test is for the 7 to 11 age range and con-
sists of continuous prose, words have to be substi-
tuted for numbers.
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(8) "Neale Analysis of Reading Ability" — (M. D. Neale).
The age range is 6 to 12 years and consists of an
individual test, scored for comprehension, accuracy
and speed.
(9) N.F.E.R. Reading Test" — (Ginn and Company).
This is a primary reading test for the first yearjunior class and consists of sentence completion.
(10) N.F.E.R. Reading Test" (2). This is a primary
reading test for ages 8.6 to 11.4 and consists of
multiple choice sentence completion. Reading
Test (DE) — (E. L. Barnard).
(11) "N.F.E.R. Reading Test." For the 10 to 12 year
range this group test consists of continuous prose
for comprehension.
(12) "N.F.E.R. Reading Test EH 1-3" — (S. M. Bate).
This is a secondary level, 1-4, test and consists
of three tests based on vocabulary, comprehension
and continuous prose.
(13) "N.F.E.R. Reading Test AD" — (A. F. Watts). For
the 7.6 to 11.1 year range, this test consists of
multiple choice sentence completion.
(14) "Schonell Graded Word Reading Test." For the 5 to
15 year range, this test consists of one hundred
graded words for word recognition.
(15) "Southgate Group Reading Test I and II." The first
test is for the ages 5.9 to 7.9 and is made of word
selection picture aids. Test II is for any chronologi-
cal age with reading ages 7 to 9.7. The test is
multiple choice sentence completion.
(16) "Spooner Group Reading Assessment." For ages 7.8 to
9, this test consists of three parts.
(17) "Standard Test of Reading Skill" -- (Daniels and
Diack) . Consisting of two tests, the first (and
second) for age range 5 to 9 , this test requires
the child to read and he is graded phonically.
The second test is useful for diagnostic work.
^National Foundation for Educational Research.
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(18) "Wide Span" — (A. Brimmer)
. For the age range
7 to 15, this test gives an overall comparison of
reading comprehension performance.
There has been concern about the relevance of commercial tests
in England. Professor John E. Merritt, Teacher's College, Durham
University, has come to the conclusion that for the past ten years
there has apparently been no improvement in standards of reading and
possibly a slight decline" based on testing in recent years.
Professor Merritt thinks that the decline may reflect not the reading
ability of students but that the test may not be relevant to the
education and curriculum of today's schools in England. 8
No longer do primary schools look like bad imitations of
a Skinnerian box . . . instead the classroom resembles
a workshop.
. . . But the amount of self-organized learn-
ing is increasing, (p. 369) (23)
Summary
Now that England is no longer concerned with colonial administra-
tion and the family no longer concerned with sending its sons into the
church or the army, this island kingdom is realizing that it must take
care of its "family" on home base. Since World War II, England has
been looking homeward. Politically, it has replaced conservative
power with labour. Education is no longer reserved for the elite and
8
According to the May, 1974, edition of "Reading Today,
International," published by the International Reading Association's
Paris Office, the first British reading readiness tests have just
been published. Titled, "The Thackray Reading Readiness Profiles,"
they are, according to the International Reading Association, the
result of ten years of research with British children. (22)
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new universities are competing with Oxford and Cambridge. With an
increase in student enrollment in the secondary or comprehensive
schools comes problems in remediation, especially reading remediation.
Secondary teachers are unprepared for remedial classes. The
teachers in the primary schools, knowing that at the age of eleven
the better students would go on to the grammar school and the less
able on to a trade school, were not too concerned with reading
problems and remediation. There were no courses taken in their
teacher training colleges to prepare them for remediation and only
the bare minimum given to them in the teaching of reading.
The last decade saw commissions established by the Ministry of
Education to look into the deficiencies of teacher training and educa-
tion. Through the results of such commissions as the Plowden Report,
the Thatcher Report, and the James Committee, the Department of
Education and Science started a number of programs for reading,
remedial reading, and special education training for teachers at
various teacher's colleges throughout Britain. Although these
special one-year and one-month programs were for experienced teachers,
the new teacher was not neglected. Reading centers had also been
established in teacher training colleges for both the new and experi-
enced teacher. Aids, books, and other materials are exhibited at
these centers. Inservice courses are offered to both the new and
experienced teacher also at these centers.
Methods in teaching reading seem to be leaning toward the
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analytic and eclectic approach. Teachers are given more freedom in
selecting texts and methods to suit the needs of their students.
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CHAPTER III
THE NETHERLANDS
Education
The Netherlands has traditionally had two kinds of schools,
public and private. About fifty percent of the schools are public
and the other fifty percent private. Approximately ninety percent of
the private schools are religious. Public schools are established
by the city government or municipality who governs the schools and
pays the salaries of the teachers. The state returns the amount the
city pays in salaries back to the municipality. The state also reim-
burses private schools for the amount of money spent on salaries.
The Netherlands, then, recognizes both public and private schools on
equal financial standing, and salaries for teachers are the same for
private and public school teachers.
Curriculum for public maintained schools is laid down by the
local government. A certain measure of freedom is accorded to pri-
vate schools in their choice of curriculum. However, the private
school must fulfill obligations and conditions if the school wishes
to be considered eligible for public funds.
The principle underlying the educational system is that parents
must be given the opportunity of providing their children with the
education that conforms to their way of life, their philosophy, or
the educational method they prefer. It is also the responsibility of
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the parent to see that every child is registered at a school, public
or private, and attends regularly. This is by law. The Compulsory
Education Act (Leerplichtwet
,
1969). (18)
can enter school (Grade One) at the age of five years
and ten months if that age is reached by the first of August. Parents
can keep children from entering school until they are six years and
ten months of age. So it is possible to find the age range of first
grade children from five years and ten months to six years and ten
months. This age range does present problems. Dr. K. Doornboos of
the University of Gronigen in a study (1972) showed that a large num-
ber of children with learning difficulties were those that entered
school close to six years and ten months of age. His research
involved a computerized study of ten thousand children. As a result
of this study, Dr. Doornboos advocated that schools start every half-
year. (6, 20)
Compulsory education ends when a child has attended nine years
at one or more schools, or at the end of the school year in which a
child attains the age of fifteen. The nine years of compulsory educa-
tion is free. After the nine years, scholarships and interest-free
loans help give the student the opportunity to receive education of
a type suited to his abilities. (18)
A Dutch child can start nursery school or pre-primary
(kleuteronderwijs) at the age of four. These schools precede primary
schools and are run according to play-and-work programs.
These
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schools are not compulsory. After the nursery school, which the
child must leave by the age of seven, the child starts primary
education. There is no practical or educational application bridg-
ing pre-primary to primary schools. It is hoped by educators in The
Netherlands that a new primary education act 1 will correct this.
Interest in the possibility of this new law encouraged The Kohnstamra
Institute of the "University of Amsterdam to make plans to conduct a
reading program in the pre-primary schools of Amsterdam. Known as
the FLOS Project under the direction of Dr. A. H. van den Berg, it
was to have been a seven-year project starting in 1971. 2
The ordinary primary school (gewoon lager onderwijs) is a full-
time six-year program. This is the basic primary school for all
children in The Netherlands. There are also special primary schools
(buitengewoon onderwijs) for the mentally or physically handicapped.
The special school may also include barge owner's children, children
of fair-ground operators, and other itinerant children. The Special
Education Decree of 1967 (Besluit Buitengewoon Onderwijs) governs
1
Dr. Kees van Rijswijk writes: "The new education law has not
still been passed. ... We have new parliament. . . . Such changes
don't accelerate the passing of new laws. . . . Our new primary
education law that may bridge pre-primary till primary school will
not pass the parliament before the end of 1974." (.7/4/73) (21)
2
The FLOS Project was disbanded because of a "shortage of funds
and scientific problems . . . ." (1)
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these primary schools. 3 The special education primary schools also
include "pedological" institutes that handle children with learning
difficulties
.
There are several types of secondary schools in The Netherlands.
They vary from two to six years in length. There are senior secondary
schools that give access to non-university education, pre-university
secondary schools, classical secondary schools (gymnasium) and
modern secondary schools (atheneum) that give access to both uni-
versity and non-university education, and technical and secondary
schools.
Generally, schools are not overcrowded in The Netherlands. How-
ever, in the 1970 census, statistics showed that boys between fifteen
to nineteen years of age as full-time students increased twenty-nine
percent from the 1960 census and eight percent on the university
level. Women students increased twenty-one percent in the pre-
university schools and four percent at the university level. (11)
There have been campaigns for smaller classes in the primary and
secondary level. In 1971, there was a protest for smaller classes by
twenty thousand students and their parents at The Hague. This was
considered an extraordinary demonstration, as education in The
3
This law also governs education for children unable to attend
other schools because of sensory, physical, or mental handicaps,
behavioral difficulties or unfavorable special conditions. This type
of education has three levels: pre-elementary , elementary, and
continued. (18)
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Netherlands does not have a history of public protests. It was
especially remarkable that this protest included parents, not
educators
.
^
Barge Schools
One of the last schools for barge children is located in
Amsterdam. This is the "School voor Schipperkinderen. " A law
passed in 1920 provided compulsory education for barge children.
Special schools were created for this mobile group of children,
usually right next to the docks where the barges pulled in for a few
days. A series of schools, large and small, had been established on
the Rhine River, even extending into Germany for Dutch barge chil-
dren .
As the barge industry decreased—but by no means disappeared
—
because of the trucking and air-cargo facilities, so did the schools.
The government now gives financial assistance to barge families to
send their children to boarding schools. This financial assistance
is free because the government finds it less expensive to send the
children to a boarding school than to maintain schools and teachers
for the dwindling number of barge children. In the 1970 census, the
number of school age children liying on ships and trailers had dropped
^It is also the parents who would ask the local government for
higher salaries for teachers. (20)
^Homework would be given at one stop and checked at the next,
or the teacher would wait for the student on the "round trip.
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thirty-seven percent from the 1960 census, from fifty-nine thousand
to thirty-seven thousand. The last barge children's school, in
Amsterdam, was scheduled to close at Christmas time, 1972.
Caravan Dwellers
The caravan dwelling community in The Netherlands is different
from the barge community in that the caravan population keeps pretty
much to themselves. While the outside world improved, technologically,
the caravan community did not keep pace. Caravan dwellers are
usually placed into three categories: Gypsies, migrants, and the
new "breed"—the communals of the non-establishment.
The education of caravan children (woonwagenkampkinderen) comes
under the jurisdiction of the Section of Special Education (1956).
Education of caravan children is considered the same as handicapped
children. ** This sometimes has negative results for the children and
the instructors. In 1968, Dr. K. Sietaram of the Pedagogisch
Institut te Utrecht tested caravan children for reading readiness and
stated that "it appeared that there was a deficiency . . . ." (p. 270)
(23) There was a noted deficiency in language development according
to Dr. Sietaram' s study. The caravan child has a limited, concrete
word vocabulary and finds it difficult to grasp abstract words when
he enters school. There is, as Dr. Basil Bernstein of London
University says, "a restricted language code." (23)
^Also coming under this Section of Special Education are the
barge children.
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Teacher Training
Teacher training schools (Opleiding van onderwij zend) are
government C" crown") maintained in The Netherlands. Students can
prepare for teaching in the pre-primary (nursery), secondary, techni-
cal and vocational, fine arts, agriculture and horticulture, and
university teaching staff.
The pre-primary school teacher training (Opleiding tot
kleuterleidster) is a four-year course which consists of three years
of theoretical and practical classes. After completing the first
three years, the graduate is awarded the nursery school certificate.
One more year is spent, part-time, in preparing for a headmistress
certificate. Pre-primary school teachers cannot teach in the primary
schools, but they may be appointed as teachers in special schools,
such as a school for the severely mentally handicapped. (18, 19)
Up until 1968, primary school teachers had their training broken
into three levels. The first level of two years consisted of general
education. The second level of two years included courses in practi-
cal training in different types of schools. At the end of the second
level, an examination was given and if passed a certificate qualify-
ing the student to teach in a primary school was awarded. The third
level of one year allowed the student to receive permanent certifica-
tion in the primary level and also qualified him/her to teach subjects
in a junior secondary school.
During the years 1968—1972, there was a transition period in
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which teacher training was revised. The change for primary teachers
involved their qualifications for entry to the teacher's training
college (Pedagogische Academies) and the three levels were dropped
for two levels. The first level still consisted of two years and the
second level to one year. After the first level, the student could
take an examination for a diploma to teach in a primary school and in
some special schools. The second level of one year allowed the stu-
dent to qualify for permanent certification and for the post of head-
mistress of a primary school. In 1970, the two level system was
dropped for a straight three-year course. The teacher trainee now
has to finish three years before taking the examination for her
diploma.
Teacher training for the secondary schools consists of two
types, short and long. The short course (Opleiding voor de M.O.
akten-A) is three years in length and takes place in either a uni-
versity or a special teacher training school. The long course, which
is from three to six years, allows a graduate to teach in a long-
course secondary school such as a gymnasium. Beside primary and
secondary teacher training colleges, there are also training colleges
for technical and vocational education.
Teacher Salary
Salary in Holland is based on age. The first step starts at age
twenty-one and continues to age forty-two. A teacher, for example,
of age twenty-five gets a salary of twenty-one plus four points. A
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headmaster gets an extra nine points plus the number of points over
his twenty-first birthday. Teachers in special schools receive three
extra points. Those who get special certifications, 7 because of their
graduate work, may receive up to five extra points. A headmaster of
a special school, for example, who is thirty-one years old would be
getting nine points over his age for being in that position, three
points for working in a special school, and possibly five points for
his special education diploma. However, a non-teacher member of the
staff, such as a psychologist, may receive a higher salary than a
headmaster of the same age. (20)
Teacher Status
The profession of teaching is highly respected in The Netherlands.
Professor F. van Heek of the University of Leiden made a study (1956)
of occupations and his results showed that teachers were placed high
in occupational respect, even higher than military officers. 8 The
status of the teacher in the smaller villages is higher than the
larger cities. (10, 20)
Teacher Organization
Most of the teachers in The Netherlands belong to the teacher's
section of the labor or trade unions. The job of a teacher is that
\here is no certification in "reading" or "remedial reading."
O
Not surprising for tolerant, peace-loving Netherlands.
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of a civil servant in a civil service position. It is the union
civil service committee that would deal with the civil service depart-
ment of the government on, for example, salaries. Civil service
workers cannot strike in The Netherlands. 9 Contracts for the begin-
ning teacher are one or two years, and then they are placed on tenure.
Once made a permanent or tenured teacher, it is very difficult to
dismiss a teacher or a civil servant. (20)
Language
The Dutch language is probably easier to master than the English
reading system because it is a very phonetic language. For example,
the Dutch phoneme aa" as in "aap" (monkey)— is always pronouned
"ah." "Dutch orthography is more consistent than is English.
Generally speaking, the same sound is rendered by the same letter." 10
(p. 4) (15)
Although Dutch is a Germanic language, a German would find it a
difficult language to speak. Dialects have not altogether disappeared
in The Netherlands. At times, a Northern Dutchman would probably not
be understood in the South, although the same pronounciation and gram-
mar is taught in all schools throughout the country. Written Dutch
g
A reason why parents and students will demonstrate for smaller
classes or raises for teacher's salaries.
10
In a study of another highly regular orthography, Finnish,
Venezky (1973) "concluded that high-letter-sound ability does not
guarantee high reading ability." (25)
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is the same throughout The Netherlands and Flemish Belgium. (19)
Uniformity of the language was established in the eighteenth century,
but it was not until 1946-1956 that spelling was simplified. Illit-
eracy is almost unknown in The Netherlands. (17)
Reading Methods
In the last half of the nineteenth century in The Netherlands,
the most popular methods in learning to read were synthetic: the
"Spelmethode" and the "Klankmethode" (Sound Method). The
"Spelmethode" was probably the most difficult of the two as it
involved forming letters into words. The "Klankmethode" was a
phonetic approach, sounding out letters as sounds and creating words
with these sounds. (16)
In the early 1900’s, the analytic-synthetic method became popu-
lar. This method encouraged the student not to learn the letters/
symbols or sounds but the whole word. It was in the early 1900'
s
that a Dutch teacher, M. B. Hoogeveen, constructed his analytic-
synthetic method of teaching reading. Calling it the "Hoogeveen
Method," the instruments included a board onto which children could
slide moveable letters and books to accompany the board.
11
Between
1920 to 1940, almost all children in Holland learned to read by the
Hoogeveen Method. Dutch schools did have the liberty to use other
^Although the teacher may utilize a larger version of the
"board" at the front of the room, no other educational or
audio-visual
equipment is utilized, only perhaps the overhead projector.
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methods, but Hoogeveen was the popular method.
Since children start reading at primary school, when they are
six-years-old, Hoogeveen wanted to give children twenty or thirty
pictures and words that would comprise all Dutch graphemes needed
for reading. He used all the symbols of the Dutch language on his
"board” because he wanted these six-year-old children to see the
relationship between picture and word.
After the first two weeks of school in which the teacher would
introduce the Hoogeveen board, the class would analyze the word and
letter symbols. After all this analyzing, the children were taught
the phonetic pronounci ations of the symbols. When the children
learned the names of the letter symbols, they then would start to
learn the principles of sentence structure. After three months,
12these children were able to read words they had never seen before.
In the Hoogeveen or mixed method, we then have the two processes,
the analytic and the synthetic. Between these two processes, the
children are given letters to create words. This enables the
teacher to use the structure of the word so when they are learning,
for example, the word "bread" or "brand" the "br" is part of the
structure.
The Hoogeveen method is very systematic. But since it was con-
structed in the early 1900* s, the pictures are not illustrations of
12
An educator in Amsterdam has told me that I can be taught how
to read Dutch in three hours using the Hoogeveen method. He then cor
rected himself and said two hours.
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our times and the stories are rather outdated. 13 Stories in the
Hoogeveen books have been brought up-to-date, but the illustrations
remain traditional. The children read the Hoogeveen words together
in class. They do not learn the alphabetic pronounciations but the
phonetic pronounciations. As a result, they memorize the entire
Hoogeveen board. Even adults can still recall the chart.
About 1940 the influence of Dr. Ovide Decroly (1871-1919)
,
a
Belgian physician and teacher who operated a special school for
backward children, was being felt in The Netherlands. Decroly had
been influenced by the German Gestalt psychology. He thought that
children should not be trained "like monkeys" but should be given
insight into the learning process. This movement of educators pro-
moting the Gestalt psychology in reading didactics was eventually
referred to as the global method in reading. In this country we would
call it the "look-and-say" method. The first schools to accept the
changes were those of affluent families and the highly educated.
For the lower class children the method presented problems. The
lower class children had difficulty with the global method because
of its spontaneous analyzing.
With the global method there were many low socio-economic
children who were not prepared to find the names of the letter
13
This same educator told me the story of visiting a class
in
which the Hoogeveen books were being used and one story told
of chil-
dren playing in the garden and running out to watch an
automobile
pass by and stare in amazement!
symbols simultaneously and this frustrated the teachers in the first
classes of normal schools. As a result, the years 1945 to 1950
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saw the use of the global method combined with an analytic-synthetic
method. This brought the Hoogeveen method back into popularity.
The students then would start with a global method to get themselves
accustomed to letter symbols and eventually into short sentences.
After six weeks or two months, the teacher came back to the analyz-
ing of words or a Hoogeveen type method.
When the student has mastered the Hoogeveen board, he could go
into the first Hoogeveen book, Erste Leesboekje . The introduction
to the teacher, "Aan De Collegae," stated that the book's contents
have remained basically unchanged over the years, but the text has
been brought up-to-date. The text does contain connecting words
like "het" (the) that are not on the Hoogeveen board but the student
can learn these words by the "globale methode." Near the end of the
first book two-syllable words are introduced which are taught by the
global method. There are no capital letters in Book One. Book Two
contains the s am p, type of words as Book One but now words beginning
with different consonants appear. The silent "e" is still printed
smaller than the regular print. Book Three contains one-syllable
words in which two consonants are used next to each other.
The silent
i'e" is still printed small. Book Four shows the silent
e printed
normally, and capital letters are used for the first
time. The
used at the end of words. Book Fiveconsonants "d" and
M
b' are
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introduces words with, three vowels (aai, oei, ooi) and the letter
combinations "ngM and "nk." Book Six introduces the tense endings
~lyk and —ig* Parents can buy books in local bookstores that
parallel the Hoogeveen books for home use. (12)
In post World War II Netherlands, the structure method
(Structuur Methode) became increasingly popular. This method was a
combination of the methods before the global period combined with an
analytic-synthetic method. It was called the "structure method"
because it meant to teach the child the structure of the spelling
system. The relationship between the structure method and the
previous methods is that the exercises are done systematically in an
attempt to structure the words.
The most outstanding structure method today, in The Netherlands,
is the "Caesar Method." Created by Professor F. B. Caesar in 1950,
this method takes a middle position between the analytic and global
methods. With the global method it shares the common principle that
the whole word is the starting point. However, Professor Caesar, in
his method, wishes to prevent "guessing reading." He claims that the
words to use for the child are those that attract the child because
he is fascinated and emotionally bound. It is important, claims
Professor Caesar, to include the direct concrete items, as it is dif-
ficult to teach children abstract systems, at first. In
this method
the child has to pronounce words very precisely and
very accurately.
Listening is also very important. The child not only
has to give
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attention to the meaning of the word but also to the sounds and
symbols themselves. Thus, the child must not only use the language
but also look at it. (.2, 16)
Professor Caesar uses subjects which interest the child in his
first six books:
1 . A Fairytale (Dutch) 8. A Fairytale
2. The School 9. Playing with Toys
3. The Zoo 10. The Birthday
4. Autumn 11. Our Food
5. Santa Claus 12. The Ugly Duckling
6.
7.
Christmas
The Kitchen
13. The Farm
Concerning the first story. Dr. Caesar claims that children like to
listen to fairytales until they are eight-years-old. This type of
story then becomes a very attractive starting point for the teacher.
The story takes a week to read and introduces a new word every day.
This particular fairytale is about an old woman who lives in the
woods and begins to feel very lonely. So she goes to a good fairy
and asks for comfort. The good fairy lives in a tree . The fairy
gives a box to the old woman in which she finds a seed. Out of this
seed (kernel/pip) comes a beautiful rose . In the middle of the rose
sits a tiny girl, Duimelietje. During a storm, Duimelietje falls off
her rose through the open window of the old woman's house and lands
14
on a lily pad in the pond. A fish finds her ....
translated by Theo van Maaren of the University of
Utrecht
.
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In introducing the new words to the child the Caesar method
requires four phases:
Cl) Offering Caambriding)
(2) Association (associative)
(.3) Analysis (analyse)
(4) Exercise (inoefering)
In the offering” phase, the word has to be clear to the child so that
he can start looking for the different symbols in the word. This is
accomplished by telling a story or having the child color an outlined
picture. Or the teacher can draw the items on the board and have the
children copy the tree, rose or fish. This phase can also include
play-acting of the story.
The "association” stage could have the teacher write the words
on the board and ask the children to point out the first symbol/
letter of the word and to look for similar symbols elsewhere on the
board. The use of word strips is also effective. The teacher could
hang them on the wall or lay them on a table or even distribute them
among the students. In this phase the child should have boxes with
"words” in them. The child then would have to find the word that
matches the word the teacher displays. There are many variations to
this association phase. The children can exchange words or have
guessing games with them. The object of the games is that the child
must find the right word to match the sound and to compare them.
The child can also use a "working page." Every time the child
has
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learned a new word he gets a printed word which he can lay next to
or under the original word in the book.
In the analysis" phase, the children are taught the different
letters that form the words but not by teaching single letters.
Knowledge of the letters has to grow, according to Dr. Caesar, in
the same progression as knowledge of the word. The child has to dis-
cover the letters in the words in his "fashion."
The Caesar method describes the different exercises to use in
pronouncing words—how to articulate very carefully and the different
ways of holding the lips, tongue, and teeth. There are exercises
that the teacher must use to explain concepts such as middle, before
and after, references to time and space. In the teaching of the let-
ter forms, it is suggested by Dr. Caesar that together with reading
it is important to write. Writing with the finger in the air,
copying or coloring the letter on the board, and writing with the
pencil in the air are some suggestions. After all these exercises,
the child should be able to write on his own. Repeating is very
important in this method. It should not, however, bore the child.
Best results, according to Dr. Caesar, are made by using short periods
of fifteen minutes rather than thirty minutes.
The "exercise" phase is recommended after the first three books
have been completed. After a few weeks, the child should then be
ready for dictation. Thus the global method has been utilized and
now the child moves on. This fourth phase should extend for about
four months in which the child has time to discover the structure of
spelling. The four months involve, then, two groups of exercises j
utilizing the global method and structuring. In "structure" we use
analysis-synthesis almost together. In analysis we look for similar
letters, for words with the same letter, and for words which begin
or end with a certain letter. In synthesis, after analysis, we form
words with letters to make a new word out of an old word by changing
a few letters. After these four months, the child should be able to
give the letters their meaning without hesitation. During the rest
of the school year, there are systematic exercises of different dif-
ficulties and numerous exercises with variations.
The Caesar method recommends that in a reading lesson the chil-
dren should read a few pages which they have read before. This is
important for those with reading problems. It gives those children
self-confidence. Then the teacher introduces the new page or pages.
She may explain the new page to arouse their interest or illustrate
the new reading with drawings or prepared pictures. Then she lets
them read the story on their own. If they find it difficult, she can
write the new words on the board and explain them. The teacher can
read the story first if she wishes and then the child is encouraged
to read individually. The Caesar method seems to be replacing
the
Hoogeveen method in, it is estimated, as much as ninety percent
of
the Dutch elementary schools. (2)
In special schools several reading methods
are used. The
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special school realizes that the method used in the normal school
was unsuccessful. Children with minimal brain damage are not given
a global method but a more systematic method like the Hoogeveen.
Children with severely emotional problems are given a global method
because they are so disinterested in learning to read that they have
to use or are interested in only very short simple words to analyze.
(20 )
Some schools in The Netherlands are working with a "level" sys-
tem in reading. Students are divided into three or four groups with
their different level books. These groups do not remain, collec-
tively, in one room but go to individual "level" rooms. These
schools have tested the reading achievement of the children and,
after testing, the children are assigned to their particular reading
level group. There is a different teacher for each "level." Some
educators criticize this system because children are made to move from
one group to another and then end up with a very large group near the
end of the school year whose achievement can make for more homogeneity
but still results in a wide range of reading levels within the larger
group. These critics claim that it is best to make level groups
within the teacher's own class. Another problem that the critic s
state is that with "level classes" there is a loss of emotional tie
between teacher and child. As soon as a child becomes confident
with
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a teacher, he or she may be forced to go into another level. 15 (20)
Although Roogeveen and Caesar seem to be the most popular read-
ing methods in The Netherlands, there are estimated to be as many as
forty reading programs used in a country of ten million people. 16
C20)
Special Education
When there are educational problems arising with a child in a
normal school in Amsterdam, the teacher informs the educational
psychologist and asks for advice and therapy. Children with severe
reading difficulties are sent to one of the four schools in
Amsterdam for learning and behavior difficulties (LOM schools).
17
Not all children with learning difficulties, however, are sent to
LOM schools. Many remain in their normal school. These children
are called the borderline group or "conspicuous" children (Opvallende
kinderen) . The Municipal Pedo-Therapeutic Institute of Amsterdam,
150ne parent told me that his daughter was moved rather rapidly
from group to group in both reading and math. After four or five^
moves within the same number of months, she decided to "slow down"
because she did not like getting a new teacher every month! (20)
16
Books and printed materials are published by publishers who
have no interference from the Ministry of Education. There is no
publication by the Ministry of Education. Authors are teachers or
have taught in the schools of The Netherlands. The local
school
boards in the state primary school decide on the selection
of books
and aids after consultation with the school staff and
the schoo
inspector's office.
17
These schools were founded by the municipality of
Amsterdam
for children of normal I.Q. who have learning
difficulties.
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under the directorship of Dr. A. J. Wilmink, has done research on
these borderline children. Dr. Wilmink, in a study of borderline
children in Amsterdam (1958)
,
claimed that about twenty percent of
school children in Amsterdam are borderline. What concerns
Dr. Wilmink and other educationalists is that there are many schools
in The Netherlands that do not have special teachers or classrooms
to help these borderline children. (28)
As a result of the research done by Dr. Wilmink at the
18
Municipal Pedo-Therapeutic Institute, in 1961 the municipality of
Amsterdam introduced two special teachers in each school to work with
borderline students. The program seems to have achieved moderate
success, but the problem now is to maintain a financial level to keep
the program going and increase the number of special teachers and
equipment. The government of The Netherlands is preparing a new
education law in which the remedial teacher is introduced by legisla-
tion into the schools. It is hoped that by 1980 there will be, by
law, a remedial teacher in every school. (20) At present the usual
procedure for finding a special education teacher for the normal
school is to recruit them from the special schools.
The schools that are fortunate to have a remedial or
special
education teacher have established a schedule of two periods
of thirty
minutes per week for one to four children. It is
estimated that this
18
This Institute takes the most extreme reading
cases from the
LOM schools.
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schedule can allow the remedial teacher to help ninety to one
hundred children per year. The remedial or special teacher can pass
on to the classroom teacher the methods needed for that particular
child. (27 )
There are students in the vocational or technical schools
(secondary level) who may have been borderline children in the pri-
mary schools. These students may return to a special program
established by the municipality of Amsterdam two nights per week and
receive remedial reading assistance. This is a voluntary arrange-
ment by the student. (9)
Immigrant or Migrant Children
There are many children in The Netherlands that have come with
their parents from Dutch Guiana (Surinam) . The migration of Dutch
Guianan families started in the late 1960's. The Ministry of
Education placed a special teacher for every twenty-five Dutch
Guianan children in school. This was a special position created just
for the teaching of reading to these students. There are many
19
teachers from Dutch Guiana that teach in normal schools. However,
many of these teachers do not have a background in special education
nor have they received appropriate training. (20)
There are also many "guest workers" in The Netherlands from
Southern Europe, Turkey, and Morocco. There are special
teachers
19
ln one school in a new apartment suburb
south of Amsterdam
three out of four teachers come from Dutch Guiana.
(20)
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for Turkish students but only in a few schools located in Rotterdam.
These children are bussed to the school that has their special
ethnic teacher. (20)
Research
0
The research summarized in this section represents just a few
of the projects that have received attention in the sociologically
20
oriented concerns of researchers in reading. Like many enlightened
and prosperous nations, there has recently been concern about the
relationship between the family background of the child and reading
disabilities. The prosperity following World War II may have
brought benefits to Europe but education has not received attention
from the public as prosperity increases. Malmquist in Sweden and
Gjessing in Norway have made studies involving the relationship of
the socio-economic backgrounds of children as it relates to their
reading abilities.
In The Netherlands, Dr. W. E. Vliesenthart of the University of
Utrecht (1956) noted that children with normal intelligence were
still having reading and spelling disabilities. He believed that the
cultural situation diminished the need for children to master written
language and yet this same cultural situation demanded mastery of
written language as technology increased. He believed that
the
20
In all of Europe as well as in The Netherlands.
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attitude of lack of motivation and the higher requirements of written
language and reading "heightens the chance of failure." (26)
Dr. Vliesenthart noticed that when the child enters school he is
shocked into the realization that he must lose his speaker—listener
contact.
The central fact is that the immediacy of real-life contact
between speaker and listener is lacking in the written use
of language. . . . The means of expression . . . are
absent. . . . The content of written language . . . does
not usually fit in with the actual concrete situation.
. . . Written language is not necessary for the child's
everyday life. . . . Learning to read appears to call for
a greater degree of freedom from the concrete ....
(p. 267) (26)
Examination and treatment of three groups of sixteen children
found very little evidence "to indicate a direct connection between
specific difficulties in enunciation and concrete errors in read-
ing." (p. 268) (26) Home situation of the children indicated influ-
ences diminishing the child's feeling of security. This was con-
sidered important for language development. The study also noticed
that children with reading disabilities can be grouped as they do
have features in common. For this study they were grouped for peda-
gogical treatment.
One group refused to "grow up." This group, researchers felt,
could best be improved. Their attitude could be improved in relation
to learning was the opinion of the researchers. Another group found
it very difficult to free themselves from the concrete.
They were
so strong in their concrete world that they were
"continually drawn
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away from their abstractly directed activities." (p. 269) (26) The
third group never got to abstraction. They never seemed to "achieve
the distance to experience which is the prerequisite for abstrac-
tion." (p. 269) (26) The investigators were interested in whether
the errors the children made in reading and spelling were related
somehow to their peculiar background. They rejected the notion that
weak laterality is a causative factor in poor reading and spelling
except for a possibility in some reversals in words but probably not
in letters (b:d). This they considered was merely a poor "conception
of the symbolic function of the characters." Some of the conclusions
drawn from this study bear important implications as to the method
21
used in teaching to read.
... In teaching children to read, methods must be
employed whereby the child gradually learns to discover
the functions of the letters in written language. A
global method . . . can be used as a starting point but
requires to be supplemented in respect of the discovery of
the functions of letters by analysis. Purely synthetic
methods, starting out from the separate letters, are too
lifeless. The teaching of reading should be accompanied
by improvement in the child's mode of linguistic self-
expression. (p. 272) (4)
Wilmink (1967) investigated the twenty percent primary school
population who required special assistance. These children were on
the borderline between normal and abnormal or "conspicuous children
help teachers become aware of reading methods both for
normal and special children, reading educators in The
Netherlands are
now considering the establishment of an International
Reading
Association in the country. (13)
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(opvallende kinderen)
. Three schools were selected and given a
remedial teacher who had received special training. The children
received help at least twice a week in reading. The help of the
remedial teacher proved to be most "efficacious."
... This form of assistance has the advantage that
special attention can be paid to the transfer of methods
by the remedial teacher to the teacher in charge of the
original class or group. . . . There is ample opportunity
for the helper and the school to exchange views, (p. 290)
(27)
This assistance can have a positive influence on the school, accord-
ing to Dr. Wilmink.
As stated by Dr. Wilmink, coordinated departments of mental
hygiene and guidance are more effective than individual contributions
by the school physician, psychologist, social worker, and remedial
teacher. Wilmink and her investigators felt that a "framework of
guidance is required" because "those who are being advised feel the
need of a talk with the advisers." (p. 291) The investigators were
highly impressed with the guidance programs in the United States.
"Especially the basic philosophy of guidance that inspires this work
in the United States can become a source of inspiration for develop-
ments in The Netherlands." (p. 291) (27)
Van Calcar (1967) investigated the objectives of learning to
read in the first grade. He and his staff were greatly concerned with
the large numbers of non-promoted pupils and if there was any rela-
tionship between non-promoted students and education effectiveness.
School tests were the criteria. Van Calcar claimed, as the
best
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method in assessing educational effectiveness. However, when he
began his investigations in 1962, there was no exact data about
education effectiveness at the particular schools studied in
Enschede. One reason was that there were hardly any tests for the
first grade student and the teachers were reluctant to administer
any. Even an entrance exam was not acceptable as it only predicted
success or failure and then was only significant to a particular
school. Van Calcar also came up with the delicate mission of con-
vincing teachers that these tests would not be used as a negative
criticism of their teaching effectiveness. Seeking the cooperation
of the teachers, he listened to their views and from these sessions
realized three important factors or causes of low effectiveness:
"insufficient ability, insufficient readiness for learning, and
insufficient achievement in spite of sufficient ability and readiness
for learning." (p. 8) (4)
The teachers acknowledged that the "under-achievers," as they
called those in the non-promotion group, possessed "ability and
readiness for learning." They thought that all these children needed
was extra help. They just could not agree on the way which these
children should receive assistance. The study hoped to locate factors
which determine achievement and education effectiveness in grade one
and perhaps provide an answer to the form of assistance needed to
fight low education effectiveness.
Selected pupils from five schools were given eight months of
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special assistance. The special help in reading was given to them
in two periods a week of twenty minutes each period. The control
group from five other schools in Enschede received no assistance.
Six months after the termination of the assistance program, the
students in both groups were given a reading test. "It appeared
that no significant difference existed between the reading test
scores of the two groups of pupils." (p. 10) This result did not
discourage the investigators to continue. Rapport had already been
established among teachers. More schools were included in a new
project. In place of more teachers, however, student teachers in
their last year of training were allowed into the program. Using
the volunteer teachers again and the student teachers, students in
the first grade were given a test for reading ability.
At the end of the school year 1963-1964, it again appeared
that the reading performance ... of a large number of
pupils were not in conformity with the objective of the
Dutch educational system. . . . The view taken in the
first year of investigation—that the whole system of
instruction in reading was in need of improvement—was
important. ^2 (p. 12) (4)
The study did bring out that studies in "social background" and
"guidance of the instruction in reading" could determine favorable
reading results. The investigation recommended:
(1) A post-training course in which the syllabus of the
instruction in elementary reading in its different
stages is discussed.
^Thus, this study was able to discover inadequacies in preparing
teachers for the teaching of reading. (See Footnote 21, page 86.)
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progress
. . . with reference to the reading measure-
ments. (p. 13) (4)
6
The University of Amsterdam's Research Institute for Applied
Psychology is working with an enrichment program similar to the
American Head Start Program in the poorer sections of the city. It
began in 1971 under the direction of Dr. Co van Calcar who has called
the program "innovation." The members of the project work in these
poor areas with educational psychologists trying to create adjusted
materials, such as revised textbooks,^ that are more relevant to the
life situation of these children. (20)
Everything learned at home should be related to what is
learned at school and further developed. Only then will
the child be able to relate home and school and start to
enjoy the latter. And only then will the parents be able
to recognize what happens at school, (p. 4) (3)
At the Institute for Educational Sciences, Nijmegen,
Dr. C. Aarnoutse will be conducting a research project (1974-1975)
with a view to establish an inventory of objectives of a selected
number of reading programs in the primary schools of The Netherlands.
It is hoped that the research will lead to publication of a list of
objectives in reading instruction. Dr. Aarnoutse plans to study six
reading programs that "include several years of elementary education."
(p. 2) (14)
23
See Footnote 16, page 81.
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Tests
Although there are primary school entrance tests in The
Netherlands, they are not taken too seriously as they are question-
able as to their value in predicting success at school. The Gates'
tests have been translated and adapted by The Netherlands Institute
for Preventive Medicine, and there are several reading-readiness
tests. (4)
Tests usually used in the first grade are the Begrippentoets
24
and the KALOM. In the Begrippentoets test, there are two versions.
The simpler of the two forms measures how children entering first
grade can cope with simple concepts. The child is presented with a
series of drawings and is told to circle, for example, objects that
are large, small, fullest, etc. The second version of the
Begrippentoets is a little more difficult because prepositions such
as "close-by, behind, or after" are introduced as well as concepts
such as "equal, oblique, almost, and half." The KALOM test is a
mechanical reading test which is given to the class after two or
three months of instruction. The test is "designed to reveal exactly
which reading deficiencies a child has.' (p. 29) Two other tests
given to the first grade are the Beelddictee and the Begrijpend Lezen.
The Beelddictee measures the spelling ability of the pupil
and the
Begrijpend is concerned with reading comprehension. (5)
2
^Short for "Klassikaal Afneembare Leestoets voor
Onderzoek.
naar de Mechanische Leesvaardigheid.
"
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A test usually given in the sixth grade, the vocabulary test,
known sometimes as Van Calcar and Tellegen's Word Recognition Test,
was developed in 1963 for Van Calcar's investigation in Enschede. (4)
This test consists of ninety-six multiple choice items. "The pupils
are asked to match the meaning of the head-word in each item with
the meaning of one of the four words following the head-word." (p. 30)
The test is used because of its high correlation with other tests
and "its high predicative value with regard to success in secondary
education." (5)
The problem in Dutch reading tests, according to Kees
van Rijswijk of the Municipal Pedo-Therapeutic Institute in Amsterdam,
is that the results are quantitative information about the reading
performance of the child. He wants a test that will tell the teacher
how to help the child. Most tests just tell how and where the child
is reading. A test, according to van Rijswijk, should tell what to
do with the child in order to help that child. (20)
Teachers of primary and secondary schools alike have given
voice to their desire that attention should be paid to more
aspects of language instruction, since up to then the tests
had chiefly concentrated on the written-receptive use of
language. Of course, productive aspects of language use
cannot be easily measured objectively. The difficulties
here are so great that in most tests no evaluation-
procedures for productive aspects are to be found , (p. 31)
05)
Yan Rijswijk has created a test that differentiates seventeen
categories of synthesizing problems. The first category is the
vowel and consonant, and the long vowel and consonant combinations;
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the second category is the short vowel and consonant; the third
category is vowel, consonant, long vowel and consonant combination;
the fourth category is consonant, short vowel; ... the seventeenth
category is the most complicated. Through this special categorizing,
van Rijswijk claims he can give the correct book to a child according
to the category number. The child then will be able to read with
success. He calls his test an informal reading test. The test can
tell the teacher the level in which he can start the child. (20)
Observations
In a first-grade class in Amsterdam that was using the Hoogeveen
program, students were grouped according to reading ability and all
the groups were involved in lessons. Children were also involved in
working with one another. One child would point to a sentence,
word-by-word, while another would read the sentence. Children would
sing to break their monotony of the lessons. In this particular
lesson, the teacher brought in words associated with a birthday,
since one of the children was observing his birthday that day. Four
students from the second class had come into the room for remedial
work. (23)
At another school, for remedial children, the Montesorri
methods
were used by the teacher, although not exclusively. In
this class,
the students were being taught the "proper" method of
eating and
cleaning up the food dishes. A great deal of arts
and crafts was
integrated into the subject matter. (9)
In the barge children's school, which reminds one of an
American one-room schoolhouse because of the range of ages, an
American boy is learning his Dutch by utilizing cards with Dutch
words of parts of the body and clothing and placing them on a life-
size picture of the human male. One six-year-old was learning to
read on the teacher’s lap while other students continually came to
her for correction on their work. Before the six-year-old started
her formal lessons, she spent a few days getting used to her new
environment. She had only known life on a barge up to that time.
The children in the class were patient and understanding about what
the child was going through as they themselves had the same experi-
ence. (8)
The teacher was also teaching English to the oldest member of
the class, a thirteen-year-old girl. This teacher came to the barge
school (Schippersklas School voor Schipperkinderen) eight years ago
directly from a teacher training college. There were three classes
in the building then. The headmaster taught grades five and six,
another teacher grades three and four, and this teacher had grades
one and two. The teacher had been a barge child herself.
The students have to do much by themselves. Even the six-year-
old is given a seat assignment so the teacher can get to the other
children. This youngest member has been given the assignment of
tracing letters on tracing paper. The letters are printed on
a
special workbook that can take the beating. She also has a
raised
letter for feel.
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These students remain in the barge school and are not sent to
boarding school because some parents are still reluctant to send
their younger children away. The class population varies from day
to day, sometimes as few as two students and as many as fifteen
students. When reading a story to the class, the teacher has to
summarize the story to date because of the irregular attendance
record of the children. The children are given homework to take with
them while traveling with their families. The American boy of seven
years is there because he cannot get the personal attention in a
regular class in a regular school.
Summary
The traditional establishment of private and public schools in
The Netherlands, almost evenly divided, does not seem to have divided
the established government of The Netherlands. The country has been
traditionally one of the most tolerant European countries and cer-
tainly one of the most unmilitaristic in modern times. With this
philosophy of tolerance, children are allowed to enter either private
or public school depending on the convictions of their parents.
The one year age span in the first grade may present a problem.
Since there is, at the present, no pre-reading program in the nursery
schools, and the nursery school is not compulsory, there does not
seem to be any apparent problem of great enormity on beginning reading.
Although Van Calcar has uncovered inadequate training in reading
for
teachers, there does not seem to be any great movement to
increase
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classes in reading. Mention has been made of creating a "bridging"
between pre-primary and primary schools, but this can only be pos-
sible if pre—primary education were made compulsory.
The opportunities for entering a secondary school other than
a gymnasium or pre-university school are plentiful in The Netherlands.
This country seems to have established a series of vocational and
technical schools that can appeal to almost all capable students.
The Netherlands seems to have done well in the education of
barge children. Although this program is phasing out, the country
can now concentrate on the education of "caravan dwellers" and
migrant worker’s children. The country is also not neglecting its
handicapped children. Special schools and classes have well been
established in The Netherlands.
Teacher training seems, according to the observations of this
investigator, to be adequate. One of the results of the Enschede
research by Van Calcar did question the adequacy of teachers in the
field of teaching reading in the primary grades. Since that 1967
research project, The Netherlands has reorganized its teacher train-
ing program (1968-1972).
Methods in teaching reading have swung from the, synthetic to the
analytic-synthetic. The Roogeveen method seems to have been the most
popular in this country. This method seems now to be replaced by
another eclectic method, the Caesar method. While leaning
toward
the Gestalt method, the Caesar method is not one hundred
percent
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global. Those students that cannot be taught by global or Gestalt
methods are still giyen the Hoogeveen method.
Research in reading is still limited to researchers in depart-
ments of psychology at universities. As in most European universi-
ties, very little investigating and research is done by graduate
students in reading education simply because there is no graduate
degree in reading education. Unfortunately, some teachers are
reluctant to permit psychologists that have had no training in
reading education, or teaching in the public schools, into their
cl assrooms
.
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CHAPTER IV
DENMARK
Education
Compulsory education is a tradition in Denmark. King
^lr^ s ^^-an
> ^-n 1521, tried to establish a form of compulsory educa-
tion for children in the rural areas. His reign, unfortunately, was
short, as was his plans for education. But it showed that even in
the sixteenth century Danish leaders were interested in public educa-
tion for all. (18) The first successful compulsory education act in
Denmark does go back to 1814. The law established seven years of
schooling. For its day, this was considered an unusually long period
of time. By 1817, the law had taken effect throughout the country.
The Danes consider their individual freedom as most precious and
education is considered a part of that individual freedom. (4) Educa-
tion is still compulsory for seven years.
During the nineteenth and early twentieth centuries, Danish
education came under the influence of the German school system, but
by the outbreak of World War II, there were strong influences from
American, English, and Swedish educational ideas. Like The
Netherlands, Danish parents have "the right, as far as possible, to
determine the duration and content of their children's school educa-
tion." (p. 287) (9) Danish parents, however, cannot influence cur-
riculum content. It is even permissible to educate a child at home,
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but very few Danish parents take advantage of this privilege.
Danish children start school at the age of seven and although
education is compulsory for seven years, the Danish child can extend
his public education for another six years. At the age of sixteen,
the young student either trains for an apprenticeship or another
continuation school. Those who will go on to a university enter a
gymnasium at sixteen and those who do not are usually offered posi-
tions in about one hundred sixty different fields of trade and indus-
try, office work, government service, laboratory work, or some field
of technology. (9)
When the child enters school at the age of seven, he usually has
the same teacher for seven years, from grade one to grade seven. If
a child is far behind at the end of the school year, he is put into a
repetition class. These classes usually do not go beyond the third
or fourth grade. The curriculum of the repetition class is essen-
tially the same as the regular class, but the number of students in
the class would be smaller. The average number of students in a regu-
lar class in either urban or rural schools is generally thirty-five
per class.
The kindergarten is not compulsory. It takes children from the
ages of three to seven and is usually very popular in the industrial
areas. The kindergarten is not a pre-school institution in Denmark.
There is, however, a "kindergarten class" for children six
to seven
which is free. This "class" is sometimes considered a
pre-school
for half-day attendance only. In 1969, theinstitution and is open
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kindergarten class could only accommodate twenty percent of that age
group. (9)
In 1937, the Danish educational system created a middle-school
(Mellemskole) for children from the age of eleven. Like England,
children were tested and those that achieved a certain high score
were given a curriculum that prepared them for the university. The
other students were given a regular curriculum. Both students
attended the same school. This program was discontinued in 1959
and in its place a unified education for all was established until
the age of fourteen. Starting at this age, which would be the con-
tinuation of grade eight, nine and ten, the students attended a "main
school" (Folkeskole) with emphasis on a kind of industrial arts pro-
gram. Those wishing a university education may go to a "modern
school" (Realskole) at the age of fourteen. This is the three years
before the entry into a gymnasium (Gymnasie).
There are many schools, usually called "folk high schools," that
enable adults to "get ahead"—sort of a continued education program.
Danish people consider education as their means of "getting ahead."
These folk high schools are considered the contributing factor to the
Danish sense of democracy. From these folk high schools students
have been able to change to a newer and better profession.
Language
The languages of Denmark, Norway and Sweden have a common root
and share many characteristics. The peoples of these three countries
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usually have no difficulty understanding each other.
Denmark., however, has the least phonetic structure of the three
languages. There are a number of silent letters in Danish which are
vestigial remnants of earlier language forms. This, according to
some Danish linguists, can be appreciated by English-speaking
peoples. Until 1948, Danish nouns followed the German rule of capi-
talization. All common nouns are now no longer capitalized. In the
same year, the vowel "a" was adapted for the "aa."
Teacher Education
A student teacher has had normal school grades one through nine
and then enters a three-year special school for academic-oriented
careers. He or she then enters a teacher's training college for three
and one-half to four and one-half years. It is not a university
degree and very few teachers go on to a university for a degree
except those who wish to teach in the gymnasium.
The gymnasium teacher will complete his or her university degree
and then take a special six-month course in practice teaching. Not
surprisingly, gymnasium teachers are probably respected more than the
elementary schools because of their university degree. "The high
school teaching profession is a small and very educated group,
feel-
ing themselves to have much in common with the university
teaching
body." (p. 106) (4)
The curriculum of the teacher's training college
covers the
same academic courses of the Folkskole with the
addition of child
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psychology and education courses. Student teaching practice lasts
from three to six months.
Salaries
The state pays seventy percent of the wages of the teachers and
the local community pays thirty percent. In the near future, the
state will pay half and the community will pay the other half. In
order to receive maximum salary, the teacher must teach twenty-seven
hours per week and some teach as much as thirty-three hours per week
with no additional salary. A national teacher’s union bargains for
pay and working conditions with a national school board. Strikes are
prohibited. An indication of the large number of male teachers tells
us that the wage structure allows men to support their families in
relative comfort.
Reading Teachers
The first graduation class of reading specialists in Denmark for
primary schools was in 1972. About one—fourth of the primary school
graduates in teaching are qualified remedial reading teachers. There
is now a general law for all teacher’s colleges in Denmark to prepare
qualified remedial reading teachers. The Royal Danish College of
Education, for example, accepts teachers who have a teaching
certifi-
cate to study remedial reading teaching in a six-week
course and a
^The Royal Danish College of Education in
Copenhagen.
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six-month course for advisors of remedial teachers. The college
also provides inservice courses for about five hundred teachers a
year, qualifying them to instruct "retarded readers." (9)
By 1955, teacher colleges offered courses in the training of
the teaching of Danish for reading classes. The theoretical courses
included psychology of reading, the teaching of reading and reading
difficulties, organization of tests, phonetics and speech difficul-
ties, study of supplementary reading and other teaching material.
The practical course work included attending teaching of special
reading groups and reading classes, participating in teaching of
retarded readers, and study and discussion of methods and materials
with course instructors. (3) Teachers for retarded readers can also
be trained in private clinics such as the Hovestandens Ordblindeskole
o
in Copenhagen. Although there is no law to this effect, there is
a reading specialist in every normal elementary school. They are
not called remedial-reading teachers but rather reading-class
teacher.
Reading Education
Children start their reading instruction in grade one when
they
are six to seven years of age. They are not expected
to read inde-
pendently before they are eight to nine years of age.
Danish
2
The training of reading teachers in Denmark
is still essen
ciallyinservioe training which is voluntary and
teachers receive no
additional salary after completing these
courses.
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educators consider the first two years of school a "maturation
period" for children so teachers and parents do not expect the child
to read before these two introductory years. (6) Very few children
know how to read before entering first grade. There is no pre-
reading program in the kindergarten system.
According to Dr. Mogens Jansen, President of the Danish Reading
Association, the reading program in Denmark is built on four steps:
first, you have to understand; second, to speak; third, to read; and
fourth, to write the language. This is a principle that teachers in
Denmark seem to agree on. In general, the role of the reading pro-
gram is to help students achieve an independence in reading, but,
still, in practice many teachers would be interested in oral reading.
They may say that comprehension is their main objective, but they
prefer the child be a good independent reader. (6) Another important
goal is to develop techniques that will teach the child "not only to
'answer' questions on a test but read critically, ask questions,
and appraise while reading." (p. 31) (10)
The child's proficiency in reading is a decisive factor in
the promotion examinations, and even in the senior classes
proficient reading and understanding of the reading matter
count for transfer to a higher grade, (p. 20) (19)
There has been a move from a strict oral practice to a much
more silent reading, and from readers where stories were collected
in one book to library visits where they can find small books and
read on their own, independently. (6)
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A teacher in Arhus states:
. . .I'm personally convinced that teaching a child to
read is something you never attempt until you know the
child very well. If we look back six to ten years, we
started to teach almost from the first day of school.
Then we slowly realized that getting the child accustomed
/
to school, getting him to feel secure and safe in the
group, was more important. We aren't concerned if a child
can't read at the beginning of his second year when he is
eight. We take it easy. A child is nervous, who is
afraid to express himself, and can't learn properly. ( 17 )
This teacher has a reading class of six students and at the age of
seven they can only read twenty-five words of two, three, or four
letters after five months of school. (17)
There is an arrangement in the elementary classes called "divid-
ing classes." A teacher may have half the class from 8:00 to 9:00 in
the morning, the entire class from 9:00 to 11:00, and the other half
from 11:00 to 1:00 in the afternoon. In this way, reading instruc-
tion can be broken down into smaller classes. The teacher can work
with the faster group at one time and the slower group at another
time.
Remedial Reading Education
Backward readers and spellers began to attract special attention
about 1930 and primary schools set up their first remedial classes in
1935. (13) The first classes for reading problems started in
Copenhagen in 1935 when the Copenhagen Board of Education, in coopera-
tion with Copenhagen University, established two "reading
classes
for children with reading and spelling disabilities. The
Education
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Act of 1937 required that special education should be given to stu-
dents unable to profit from normal classroom instruction. The imple-
mentation of this law had to wait until 1948 to take effect. (3)
In 1943, a committee was appointed by the Ministry of Education
to investigate the establishment of special classes. This committee
recommended that "slightly retarded readers may attend normal classes
along with other children." The committee did recommend that these
students be given extra lessons in small groups or even individually.
The importance of special trained teachers for the more extreme cases
was stressed. However, due to the war years, this service could not
be implemented until 1948. The seriously retarded readers were
allowed to attend private clinics at government expense. This was
established in the Education Act of 1954. (52) In 1958, special
education for retarded readers became compulsory in the Danish primary
school. (3)
In the school year 1952-1953, a national survey was conducted
by the Ministry of Education to determine the number of students with
reading and spelling disabilities. The survey showed that more than
five percent of the school children had or were receiving special
education and since special education was just starting, it was pre-
dicted that the figure would rise in the next few years. In areas
where there had already been special education classes established,
the figure was as high as ten percent.
In the 1952-1953 survey, the question as to who
decided that a
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child needed special attention was investigated and resulted in
several answers: the Danish language teacher, special education
teacher, educational psychologist, special consultant, specially
trained teacher, speech therapist, or the physician. The test by the
educational psychologist was the most widely accepted method. (3)
The survey also "discovered" that "fifty-three percent of all chil-
dren who attend special reading classes acquire sufficient skill in
reading and spelling to enable them to return to their normal
class." (p. 26) (3)
Many educators in Denmark questioned the high rate of ten per-
cent of students receiving remedial reading programs. Some argue
that the number of remedial cases depends on the location of the
school. They claim that in a high income area the knowledge of read-
ing is a greater goal than in a low income area. Those who would
probably not need a remedial program in a low income area are placed,
because of competition and stress, in remedial classes. Many stu-
dents who are in remedial classes would probably not be so in other
countries, claimed these educators. (9)
Special classes in reading do have well-equipped rooms that
include audio-visual equipment. Money is usually appropriated
for
reading rooms although the structure of the budget varies
from school
to school. In some schools, the remedial reading
teacher has his own
3
The school psychologist must first be a teacher
for a number of
years before being admitted to a college for
his psychology degree.
Ill
budget; in other schools there is a general budget.
i
The special reading classes in the primary schools could consist
of reading groups, special reading classes, or individual help. The
number of children in a special reading class could average about
half as many as in an ordinary class. Four or five children are
usually placed in a reading group for their special reading lessons
of usually four hours a week. (3) There is no stigma or embarrass-
ment to the child or family if the child is assigned to a special
reading class. Permission, however, must be asked from the parent
for the child to enter a special reading class. It is very rare that
the parent would refuse. (6)
Professor Sv. Hesselholdt of the Royal Danish College of
Education would like to see the removal of special classes for
dyslexic children and place them in clinics within the same school.
He would like to see the child remain in the normal class for most
of the school hours and go to the remedial clinic for a few hours
per week. Remedial classes, claimed Professor Hesselholdt, should
then be phased out and the child allowed to return to his normal
class. At this point, a co-teacher should be placed in the class to
help him in the classroom. This co-teacher will have the remedial
clinic in the school as a kind of
Mbase-of-operations . " (6) There is
also a move in Denmark to do away with special schools for
reading
problems. This is due to the philosophy, as Dr. Hesselholdt
agreed,
that students must be integrated into the normal
schools. The pupils
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easiest to integrate, according to some, are the reading retarded.
(11) This is based on the fact that special reading programs are
now accepted more readily by the normal school.
Special Schools
Hovestadens Ordblindeskole
In Mrs. Eva Jacobsen’s ’’Hovestadens Ordblindeskole," we see a
clinic outside the public school. Funds for maintaining the private
clinic come from the Social Welfare Ministry (Act of 1954 and revised
in 1961). 4
There are twenty-three teachers in the clinic that has about
two-hundred students. The staff is part- and full-time. Teachers
come to the clinic after their special training at either a teacher's
college or a clinic. They are called "word-blind" teachers, not
remedial reading teachers. For the part-time teacher, a part-time
student is given—one who comes in once or. twice a week.
Most of the students are young teenagers who stay at the clinic
until they finish ninth grade, when they become eligible for employ-
ment or apprenticeship. There is also an evening school for these
young adults when they need additional classes in reading. The
municipality and the state pays for these evening lessons. The
4,,The Act of 1954 introduced an important reform by
providing
free educational treatment at Government expense for
all seriously
retarded readers (children and adults) , where no such
treatment is
provided by the local authority." (p. 9) (3)
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youngest child in the clinic was a six-year-old, but this is rare.
The child’s older brother had been a student in the clinic, so the
mother feared the worst and asked if the younger child could attend
to prevent "difficulties.” The youngest age the clinic would admit,
again rarely, is a child that has completed at least one year of
normal school. Most of the children at the clinic attend a normal
school and come to the clinic during school hours. A child can come
to the clinic as long as the child wishes if he needs the additional
help. One boy has been at the clinic six years. (7)
A student of thirty-five years came to the clinic because his
five-year-old asked him to read, and he could not. There are times
when the father was absent from his lesson on the excuse that he had
had some minor injury at work. Mrs. Jacobsen suspected that he had
these injuries because he could not reading warning signs or instruc-
tions pertaining to his unskilled job at the factory, and the factory
may not know of his reading disability.
Frequent faculty discussions build up ideas and practices and
an exchange of methods. Many methods are used at the clinic, although
teachers are encouraged to use the methods they prefer and feel are
most comfortable. According to Mrs. Jacobsen, there is no confusion
when students change teachers. She attributes this partially to the
attitude of the instructors which is very positive, their kindness
to
the students, and a very optimistic attitude. The clinic
believes
that when the child reads orally not to make corrections
in his
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reading as it is important to keep the child in the text. Correcting
would be too disturbing. After the selection is finished, they can
go over the errors in reading, if this gives the instructor a basis
to apply remedial reading programs for the child.
There is audio-visual equipment at the clinic, but instructors
use the equipment only as a stimulating effect. Since they work on
a one-to-one basis at the clinic, the teachers do not believe audio-
visual equipment really necessary.
Basically, the purpose of the clinic is:
... to teach children and adults at all levels with
severe reading and spelling difficulties Danish and
foreign languages, through private lessons (lessons with
only one pupil participating) to reach a level of reading
and spelling proficiency that is commensurate with the
individual capacity of each pupil, and to maintain and
further develop a highly specialized individual teaching
of this category of pupils. (8)
The Statens Institut for Talelidende
The Statens Institut for Talelidende is located in the Arhus
suburb of Risskov.^ Once the area of wealthy Arhus merchants and
businessmen, the large homes have been taken over by institutions or
cut up into apartments. The state pays for the children at this
institute. There is a long waiting list and, as a result, the
institute tries to release as many as possible knowing they can be
Arhus is the second largest city, in population, in Denmark.
It is located in the western part of the country, while Copenhagen
is located at the eastern section of the country.
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educated at home, and there are facilities for them there. There is
also the danger of them staying too long in this "special world."
The institute wants them to get out into a normal social life.
Mrs. Ase Nielsen of the Institut believed that once the reading
problem children are located they should not be taught to read until
they are twelve years of age. These are the children, explained
Mrs. Nielsen, who cannot associate between symbol /letters
,
what the
letters are called, and the sound. Although children in Denmark
start school at the age of seven, continued Mrs. Nielsen, it may take
three years to detect reading problems or until they are ten years of
age. The Institut takes children from the age of ten. "Of course,"
says Mrs. Nielsen, "it would be more ideal if the reading problems
could be found when the children are seven years old." (16)
The Institut usually takes five weeks to determine a program for
a new student. The largest group in any class would number five, and
then sometimes it is on a one-to-one relationship in the class. The
children come to class five periods per day, three classes in read-
ing, one in math, and the other class in handicrafts. (16)
The reading section of the school consists of only twenty stu-
dents, nineteen boys and one girl. If these students leave the
Institut for a technical school, the Institut will, on request,
record their books.
Innovation in methods is encouraged at the Institut. One
teacher at the Institut used a domino type game to help children
116
learn and recognize ideograms. Words and pictures have to correspond
and then they are placed in a row. This helps the child acquire a
basic vocabulary of nouns. If games prove too difficult to the
child, the teacher uses a "word picture" game. It is a small and
easy puzzle that a child should have little trouble putting together.
The word that matches the picture has been broken into loose pieces.
The back of the loose letters has sections of a complete picture so
when the child turns the word over the picture is exposed. If the
picture has been put together, then so has the word. This becomes
a sort of self-controlled game. (12)
This same teacher gives a child an envelope with a number of
words when put together can form a short story. The words are
placed on the table beside a card with a list of the same words.
When the card is turned over, the illustrations of the story are
shown. The student is then required to make a story out of the words
shown, read it to the teacher, write it out, and make an illustration
of the story. As time goes on, new words are brought into the
envelope. (12)
The Hyldergardskolen
The Hyldergardskolen in Charlottenlund , a prosperous suburb of
Copenhagen, is a school devoted to reading problems. It begins with
grade three, has eighty students, and eight classes. The school
was
founded in 1951 and, according to the headmaster, the program
has
been successful. This is the only school of its kind
in Denmark.
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Grades three, four, and five are separate. A grade five and six
is combined for group education. In grades six and seven (two
classes each) and eight, there are ten students, as there are in the
other classes. In the third class, there is one girl and nine boys;
the fifth class has four girls and seven boys; in grade six there
are three girls; in one of the grade sevens there are no girls; and
in grade eight there is one girl. In all, boys outnumber girls four
to one. (5)
Professor Hesselholdt of the Royal Danish College of Education
was once a third grade teacher in this school. He was both a reme-
dial reading teacher and psychologist. Professor Hesselholdt told
the story that he once had one girl in his third grade class. The
girl cried most of the time so the school decided to find another
girl for a friend for the crying girl. As hard as they looked and
tested, they just could not find another girl in the community to
bring into the special reading class. ^ (6)
Mr. HeebyHl-Nielsen is also both psychologist and third grade
teacher at the school. He feels that a school psychologist should
continue teaching so not to lose "touch" and besides, he claims,
being in the classroom keeps you "youthful." He is very
interested
in having only the beginning students, the third graders.
He con
siders it most important to make the students feel
welcome and at
6
One of the many reasons why Professor
Hesselholdt wanted to see
the school discontinued.
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ease in their new school. Observing his class, Mr. Heebtfll-Nielsen
used a great deal of friendly banter with his students. A simple
instrument that he used is a square wooden frame with a wheel that
rotates vowels. Made by Mr. Heeb^ll-Nielsen
,
the consonant can be
put in position on either side of the vowel or a consonant on both
sides. No time is wasted in the class. Lessons are short and rapid.
He uses patterns, songs, and rhythm in his methods. He even reads
to his class as they do their letter assignments in their notebooks.
They may interrupt him when they wish. When they finish their assign-
ment, they listen quietly as he finishes the story. Sometimes he
"throws them" a fast question on the story. At this school, there
are over two hundred tapes of stories. Some are just the first ten
pages of a book. The students are, hopefully, motivated to finish
the book on their own. (5)
The Lyngby School
At the Lyngby School, also a suburb of Copenhagen, there are
special classes for retarded readers. The Lyngby School is not a
special school, but there are many classes and programs for backward
readers. Reading specialist Erik Laursen encouraged children to help
one another. He also found that students must have some homework,
so
they work on half the story at school and the other half for homework.
His special class of fourth graders are ages eleven to twelve.
Like
the institute in Arhus, the students work with short stories
and then
pictures describing the story must be located on different
picture
cards.
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In another class, Mr. Lnursen had the most difficult reading
problems. These students are also the discipline problems. For this
class of nine students, there is a co-teacher. The students are
grouped in three’s. At another building in Lyngby, a reading clinic
works with up to three students one to four hours per week, depending
on the severity of the problem. There are four rooms in this clinic,
each with a particular function. One room has portable walls so each
student has his own work area. Then there is the '’relaxing” room if
the student wishes to be comfortable. The main room has the desks,
portable wall equipment, and the area where the teacher works with
the student. The fourth room is a conference room for parents and
psychologists.
In general, the special schools and special classes find that
backward readers who have little knowledge of the alphabet may con-
fuse letters that are similar in appearance. They have to practice
with the letters that confuse them. Sometimes the teacher will par-
tially fill in a page of the backward readers' notebook with the let-
ter studied, and the child is told to say the letter to himself. The
teacher will ask him the letter he is writing from time to time or
have him trace on a piece of paper and underline all of that particu-
lar letter in an old reader or pick the letter from a pile of
letters
or place them in correct alphabetical order. (3)
Some students work on passages and underline the
words they do
then worked together with the teacher. Thenot know. These are
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student reads the selection and the teacher corrects him when an
error is made. (3) In Lyngby, all the schools have reading clinics
with one to three reading specialists. (1)
Sex Attitudes in Reading
Remedial reading teachers observe that there is a higher per-
centage of boys than girls with reading difficulties. 7 For many
years, Danish educators have said that boys have handicaps of dif-
ferent kinds. However, today educators are beginning to think that
these handicaps are cultural because Danish schools have been,
according to Dr. Mogens Jansen, "girlish" in that reading materials
are girl-oriented. Yet, fifty-one percent of the teachers in Denmark
are male. It was once as high as sixty percent. It has been hoped
that with an increase again of male teachers in the lower grades the
reading disabilities of boys would drop. To date, there has been no
noticeable change. Many males are becoming kindergarten teachers or
preschool teachers. About twenty-five percent of the preschool
trainees are male. (11)
Methods
If we were to ask a teacher in a Danish elementary
school the
methods he uses in teaching reading, he may say,
"Well, twenty years
7
Dr A Soegard, Chief Psychologist of
the Lyngby Schools, esti-
mates th^ou wlll find boys outnumber girls in reading
drsabrlrtxes
5 to 1. (1)
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ago I used a phonetic method, twenty-five years ago I used a spelling
method, but now I use a mixture of all methods. But maybe I prefer
to use the spelling method or the whole-word-method or . . . The
teacher is responsible for the method he wants to use and he does
I
have the choice of several methods in the teaching of beginning read-
ing. Even the reading materials the teacher has at his disposal are
rarely based on one method. They will be based on words, on mixture,
and on sentences. The teacher is allowed to use the methods that he
thinks the most effective, and the combination of these methods.
What he must do is to find some objective and follow that objective
or objectives, if he is lucky to have some objectives. Although the
headmaster of a school will not order his staff to use any one par-
ticular method, he and the staff do realize that they are sometimes
limited by the materials the school possesses. (6)
Up to about 1940, teachers had to make their own materials for
individuals in order to help them with their particular reading
problems. After 1945, commercial firms and teachers’ associations
have produced enough material to help the individual reading problems.
However, much individual work is still done by the classroom teacher.
Although there is no official reading method, there are "cer-
tain general trends." (p. 293) During the first six months,
reading
is not emphasized but rather students are encouraged to
express
themselves in oral language in preparation for reading.
The next
six to twelve months is devoted to teaching
word-recognition. Basal
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texts are used, as well as cards, games, stories written by students,
and other related activities. In the second grade, easy reading is
encouraged. This is also encouraged in grade three. Word-recognition
is again the method used. During grades one, two and three, the
simpler books are gradually phased out and more challenging reading
books are introduced. Teacher's editions now accompany these text-
books giving the teacher a methodological guide in reading. "Instruc-
tion is focused on the principle that children learn to read by read-
ing." (p. 294) (9)
Dr. Mogens Jansen of the Danish Institute for Educational
Research in Copenhagen claimed that the new methodology in reading
instruction in the primary grades comes out of careful observations
of "samples of children in their development of the reading skill."
(p. 294) (9) During grades one and two, the student goes through the
process of word—recognition. At this stage, the child has no reason
for comprehension. From word-recognition the child arrives at "mean-
ing reading" which usually arrives at grade three. The "meaning
reading" phase occurs at the age of eight and one-half to the age
of
nine. This is the period of independent reading. The student
becomes selective in his reading selection. His
comprehension skills
are also developing. (9)
Relevance
About 1960, Danish schools shifted to more
relevant material
for children, but there are some schools
that still use the older
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books. (11) Texts still show boys as heroes and very few girls are
heroines. Professor Resselholdt calls the books children read "the
middle-class problem, because these stories do not relate to the
poorer section of the country. (6)
Up to about 1940, teachers had to make their own materials for
individuals in order to help them with their particular problem in
reading. After 1945, commercial firms and teachers’ associations
had produced enough material to help the retarded reader. The
Materials Committee of the Teachers Unions issues aids in teaching
that would be profitable for commercial firms to produce. Book com-
panies publish books for retarded children or books adapted for
retarded readers. (3) The same textbook is used part of the time,
but special books for each child are also used. Denmark prides
itself in the fact that it probably has the most developed children’s
libraries in the world. Children in Denmark borrow more books than
adults do from libraries. This includes ages seven to thirteen.
Unfortunately, all materials for reading programs are con-
structed in such a way that they cannot be used to reach all special
reading problems. This is a commercial situation. Because of the
low population of Denmark and because of the expense of printing
books and materials, most everything has to be made so general that
it could be used for every kind of problem and to be sold for
normal
and special classes. Denmark does not have much printed
material
for individualized reading programs. (6)
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Secondary Schools
There are reading problems in the secondary schools, even in the
gymnasium. Although fewer than fifteen percent of secondary students
enter the gymnasium, the percentage of reading problems is high. The
gymnasium does not have a remedial reading program nor does it have
remedial reading teachers. (11)
Under the social welfare system of Denmark, if one cannot go on
with his normal job because of reading or writing disabilities, he
then can receive help in a clinic similar to the Ordblindeskole in
Copenhagen. Many of the evening students in this clinic are in a
secondary school, usually technical or trade. (11)
Youth schools usually carry on where the primary schools leave
off, but using teaching material adjusted to the fourteen to eighteen
year olds. The material is usually relevant to the pupil's type of
employment. (15)
Testing
Professor Sv. Hesselholdt of the Royal Danish College of
Education in Copenhagen claims that parents in Denmark are very
much
interested in the test scores of their children. The test,
accord-
ing to Dr. Hesselholdt, can have two functions. The
test can tell
the progress of the child, and it can also tell
the quality of educa-
tion the child is receiving, "if the teacher
is honest. (6)
Testing has actually been lessened as the
official policy m
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Denmark. The oral examinations, especially, for comprehension have
given way to the silent reading test. Comprehension is rated higher
now. In the future, testing will have another role. It will become
the basis on how to plan lessons. Dr. Hesselholdt believes that a
battery of tests will only be of value if individualized instruction
is to be utilized. (6)
In Copenhagen, a reading test is given to the child if the child
is not subnormal or the I.Q. is not below 90. On the basis of the
reading test, the school psychologist is able to state the "degree of
backwardness" and the child's particular difficulties. "As a result
of the test, the psychologist is able to give the special teacher
some guidance in the selection of the form of teaching most fitted
to the child." (p. 14) (3)
Dr. Arne Soegard, Chief Psychologist at Lyngby, has developed
since 1968 a series of diagnostic tests for the primary grades that
include word reading or vocabulary, and sentence and phrase reading.
He is presently developing a story test. The tests are given through
the office of the school psychologist to the entire class as a screen-
ing test for the development of a curriculum. The teacher does have
the freedom to refuse the test. If the teacher wishes the use of the
test, she has the right to look over the results with the psycholo-
gist. These results may also be a feedback to the effectiveness
of
her teaching, although this is unofficial and not the
purpose of the
test. The teacher can then obtain the rank of her
students in various
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reading phases and concentrate on their weaknesses in an effort to
bring them to standard." Or the teacher may want to straighten one
of the stronger points even more. She may want them to be excellent
readers and not necessarily good spellers. The Lyngby psychologists
are looking closely at the validity of oral reading tests that are
timed. They recognize that some students read slowly: the slower
reading who may be an effective reader, and the functional reader who
just needs more time. The functional reader will score high if the
silent reading test has no time limit. (1)
Not all educators agree on the importance of standardized tests.
Dr. Mogens Jansen, one of Denmark’s leading authority in the field
of reading, does not agree with many of his educational colleagues
of the importance of standardized tests. On the subject of reading
readiness tests, there seems to be very little interest in Denmark.
Two tests have been adapted from Sweden and Norway, but no move has
been made to use them in any large national movement. No attempt
has been made to create a reading readiness test in Denmark. (9)
Television and Audio-Visual Material
There are no television programs for the beginning reader
because educators in Denmark consider such a program a brain wash-
ing." They do not consider it the responsibility of the government
or a private agency to place a child before a television set and
teach in this way. (11) The audio-visual industry is also looked
upon with some negative feeling. Very few schools have more
than
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the basic instruments and these are usually used very sparingly.
The Reading Master seems to be the most popular instrument. 8 Some
of the newer schools are getting more elaborate in their equipment.
The remedial reading laboratory of a new school may now be well
equipped with audio-visual material. Professor Hesselholdt calls
the audio-visual business "the industrial educational complex." (6)
Foreign Students
There are no ethnic groups in Denmark that do not have Danish
as their mother tongue. Greenland does have about forty thousand
Eskimos, but they have their own language and this is outside of the
mainland. Even the Danes living along the German border are pure
Danish speaking. (11) Foreign students are put into graded classes
according to their age. Danish teachers are paid extra to teach
them up to six hours per week after classes. The extra classes run
for four months. Parents are encouraged to attend. (2)
Summary
In Danish schools, there does not appear to be as much concern
whether children learn to read at an early age. If the child
does
not read independently by the age of nine, there is
little panic.
While the reading development may appear to be "slow,"
caused by a
^Manufactured In Denmark, it is a tachistoscope We instrument
that expeses letter, words, or sentences
at optional intervals
automatically or manually*
u JL OCULC.Vl^u ~ r
This investigator has seen it used in
Dutch schools.
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purposeful socialization period, the student quickly responds to the
educational climate of the later elementary grades. The seemingly
slower process in teaching Danish children to read is necessary,
according to Danish educators, to develop within the child a sense
that will make him read critically and appraise while reading.
Danish teachers are more concerned with the psychological development
and adjustment of the child in his society rather than plunging the
child into a competitive system. As one educator put it, "Tivoli
Gardens was not created by Madison Avenue!"
The history of the Danish people has been, like the Dutch, one
9
of tolerance and love for democracy and freedom. The basis of
Danish life is " . . . respect for the individual—the primary element
of democracy; love of freedom; love of peace; and faith in the final
triumph of the spirit." (p. 108) (20) This respect for the individual
manifests itself in the educational philosophies practiced with the
child.
Aware of the individuality of the child has prompted the Ministry
of Education to establish courses for the preparation of reading
specialists in the primary school. Many of these specialists are
qualified remedial teachers. The response to teachers
majoring in
"reading" at teacher training colleges or inservice
courses in most
important as it reflects the concern of the
Danish teacher for his
9Denmark even recognizes, unofficially, the
Fourth of July!
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students. This is most important when one realizes there is no law
requiring special reading teachers in schools.
Denmark, has reading clinics and institutes not associated with
the public school but are financed by the government. Standards are
just as strict, if not more so, than in a public school. There is
even a special school (public) for reading problems, grade three to
eight, located in a suburb of Copenhagen. Moves to close these
clinics and schools are active and seem to be justified by the
philosophy that the child is better off integrated in the normal
school and given special clinic instruction at the normal school.
These advocates of the abolishment of special schools and clinics
deplore the setting apart of special students in special schools or
classes, a reflection on the respect for the individual freedom of
the person.
Reading methods are left to the discretion of the teacher who
may have the same class for seven years. Methods are usually syn-
thetic at first but then becomes eclectic. Danish elementary
teachers have knowledge of both synthetic and analytic methods to
reading. Texts, workbooks, and games seem to be in abundance. Books
for special students, however, are rare because of the expense for so
low a populated country. Materials are then created for these stu-
dents by the teacher.
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CHAPTER V
NORWAY
Education
Like all of Scandinavia, Norway is a highly literate country.
Her contribution to world literature and drama are exemplified by
such writers as Ibsen, Bjornson, and Undset. This respect for
sophisticated literature and drama bespeaks the seriousness that
education is placed by the Norwegians. Topography and climate
have not always been kind to these hard-working people, but they
all share the common goal of an educated individual and the indi-
viduality of that person.
Matters relating to education are the responsibility of the
Ministry of Church and Education. This combination of church and
education goes back to the Constitution of 1814 when six ministries
were created for the Norwegian government. The public education
system, then, is centralized. There are several divisions
within
the Ministry of Church and Education which deal with the
various
educational divisions of the school system. The Primary
School
Division, for example, deals with the teaching of
all normal
primary school children as well as backward
children, while the
Special Schools Division of the Ministry deals
with special schools
for the blind, deaf, mentally deficient,
speech defects, and mal-
adjusted children. (13)
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Compulsory education was established by law (Om Grunnskolen)
in 1969 for a period of nine years. This nine-year period com-
bines the elementary school years QFolkenskole) and the two years
of the secondary school (Realskole) into a "unity” school. Those
wishing to continue to a gymnasium will extend their secondary
education three more years. Previously, the gymnasium had been
five years after the Folkenskole, but now the last two years of
the unity school are shared by both academic and non-academic
students. The public school system is supported by the munici-
pality, the county and/or the state. There are few private
schools. All normal children are obliged to begin school at the
beginning of the school year when their seventh birthday falls
that school year. Thus, some children can be just a few months
over their sixth birthday when they start school. Entry is per-
mitted only once a year. Children between the ages of three and
six are accepted by the kindergarten, but there is no direct link
between the kindergarten and the rest of the school system. (13)
Because of the variety of environment and living conditions
imposed by the physical geography of Norway, the primary school
has had to adopt different forms in the town and in the country.
In some areas, it is necessary that children attend school
on
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alternate days. Innovations, also, in local educational systems
are encouraged by law (1954) . The Ministry acknowledges that
schools "be in continuous reform in order to cope with the develop-
ment of society which education is intended to serve." (6) The
Ministry also allows flexibility in provisions for higher courses.
Like Denmark, Norway is also concerned with the individuality
of the person and his or her personal freedom; and, like Denmark,
it also feels that the school and the parent are responsible for
the moral upbringing of the child. The Education Law of 1959
specifies that:
The task of the school, together with the home, is to
work to make the pupils become good members of the com-
munity. The school shall help to give pupils a
Christian and moral upbringing, develop their abilities
and aptitudes, and give them a good general knowledge,
so that they may become useful human beings both
physically and mentally. (6)
It is interesting to note that the Church is given secondary
responsibility for the upbringing of the child.
Teacher Training
The teacher training colleges offer two courses of
study,
one for two years and the other for four years.
Both courses offer
1
Many people, including educators and
historians, seem to
agree with the popular belief that the
starting age of seven was
influenced by geographic conditions and the
dis^ce cii re
to go to school in the winter and their
physical ability
Also, parents refused to send their very
young (five to seven)
residential schools.
136
the student a general teaching qualification for the first six or
seven years of primary school. The two-year course accepts stu-
dents from any type of secondary school except those wishing to
major in English. Those students must be a graduate of a gymna-
sium (gymnas) . A third year is possible for the teaching of
retarded children. This third year is still being considered on
an experimental basis. The four-year course requires an entrance
examination, as it accepts students who have finished one year of
gymnasium only. In place of the additional two years of the
gymnasium, the student goes directly to the teacher's college and
spends those two years as the first two years of the four-year
course. On successfully completing the two or four-year course,
the graduate receives a teaching certificate for primary/
elementary schools (Folkenskole)
.
Those who plan to teach at the secondary level (Realskole)
continue after receiving their elementary certificate in either a
university or special "State College of Teachers." The qualifica-
tion for teaching in the gymnas is usually a university
degree.
A degree teacher is qualified to take an examination
for perma-
nent certification. (13)
The Norwegian National Graduate College^
The Norwegian National Graduate College
of Education was
established in 1961 and is the only graduate
college of special
Now located in a modern building
near Oslo,
education in Norway.
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the college is operated by the state and administratively belongs
to the Ministry of Church and Education. The College accepts
teachers that possess a teacher's certificate and wish to further
teacher train in special education. The first year of the two-
I
year course offers teachers a general background in special educa-
tion and qualifies teachers for special education teaching posi-
tions in the elementary school, age groups seven to sixteen. The
second year at the College offers a specialization in five dif-
ferent fields of which speech therapy is one. Teachers concerned
with remedial reading would specialize in speech therapy. A
certificate is issued after the second year qualifying a teacher
for work with children and young people in the field in which he
majored. In the periods from 1961 to 1971, the College graduated
nine hundred twenty-four students. Of that number, four hundred
and nine completed the second year. The College offers extension
courses in other parts of Norway. Dr. Hans-J?$rgen Gjessing,
Director of the College, stated that special education teachers
agreed that the courses studied in special education are most
valuable in normal teaching. There is a move to introduce half-
year studies in special education in the three-year teacher
training college. (12)
Every child in Norway is entitled to special education by
the Special Education Act of 1951. (.12) Dr. Gjessing is very
con
cerned about the shortage of specialized personnel.
He sees too
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much money being wasted on special projects that do not deserve
to be labeled "special education." These projects are in many
instances maintained by ordinary teachers qualified in special
education. He calls these projects a new form of "being kept in
after school," and "in reality they only serve the purpose of ful-
filling the legal requirement of the right of the child with
learning difficulties to receive special instruction." (p. 36) (9)
He likens the special teacher to the medical practitioner as one
who "masters the theoretical and practical aspects of his field."
Teachers who do not have qualifications in special education "can
only (and at best) be characterized as substitute teachers." (9)
Mr. Steiner Sevland, a speech therapist graduate of the
College, is now a district psychologist at Hougesund. He teaches
in-service courses on special education and answers the calls of
teachers who have poor readers in their classrooms and do not know
how to individualize their instruction. If a teacher asks
Mr. Sevland for help, they discuss the problem, connect the
problem to the text being used or that the student has already
"read," and see if they can find a place to start. A diagnostic
test will be given to the student by the teacher. This has been
covered in the in-service course. After the test has been com-
pleted, the results are discussed with. Mr. Sevland. Usually,
all
students have been tested by the teacher. Then, after
testing,
is discussed and prepared for the child. Thea remedial program
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remedial program is also discussed with the office of the school
psychologist. (2, 22)
Pre-Reading Programs
Although formal reading is not taught until the child is
seven, some kindergartens do have some form of a pre-reading pro-
gram. Concepts are taught in a pre-reading program in kinder-
garten to prepare the students for reading. Usually, such basic
concepts as size and form are introduced. Two hours per week are
usually spent in the teaching of concepts. (2) Norwegian kinder-
garten teachers, as a rule, do not believe a pre-reading program
is necessary. (4) The kindergarten is just used to bring children
together for social interaction and language experience. (12)
Since kindergarten is not compulsory in Norway, pre-reading
2programs start in the first grade. The first few weeks in the
first grade are spent in a pre-primer program. The first few
pages of a beginning reading book usually contains preparation
exercises: differences in sounds, directions from left to right,
techniques on how to hold a pencil, concept of order and place
(back, middle, front), and concept of size. Speech and articula-
tion are stressed. The children talk about illustrations, use
^Norway does not expect a child to read fluently until the
end of the second school year. (23)
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rhythm (xylophone, clap hands), and the feel (tactile) of let-
ters. (2) This takes from three to six weeks. (12)
There is a growing concern in Norway that for some children
the age of seven is too late to begin formal reading lessons.
Dr. Hans-Jf$rgen Gjessing believes that some children can and
should learn to read at ages five to six. It does involve
individuality. (12) He also believes that reading programs can
be eliminated by setting up more kindergartens where reading
readiness can be started. (8) Some schools utilize the services
of a special teacher (spesialpedagog) to watch the pre-reading
program. This special teacher will observe children who seem to
have trouble with their sight and hearing. Finding such a child,
the spesialpedagog will work with the teacher in preparing an
individualized program. (2)
Remedial and Special Education
The ancestry of remedial education in Norway goes back to
1739 when a government regulation made schoolmasters responsible
for special help to backward students so they could make them-
selves acceptable for church confirmation ceremonies. Payment
was made by the parents for this special help. In 1850, the first
special classes for children, who had difficulty in following
instruction, were established. The establisment of such a pro
gram was sound, but the training of special teachers for these
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special classes was non-existent. It was not until after World
War II that serious efforts by the state and municipalities to
expand facilities for the education of the handicapped took a
serious turn. (10)
A Special Schools Act of 1951 (revised in 1963) provided
legislation for the maintenance of special schools for those who
had difficulties in learning how to speak, read, and write. An
Education Act of 1959 placed the duty on the municipality to pro-
vide for students who are unable to follow regular instruction.
This is known as an "auxiliary education" and was intended to
help normal I.Q. children who had more or less temporary special
reading difficulties that made it difficult for them to obtain
their education in their classroom. Not more than twelve stu-
dents are allowed in a class. In the 1966-1967 school year,
twenty-five thousand students attended auxiliary classes in
Norwegian language and arithmetic. This comprised five to ten
percent of all pupils in the elementary schools. (12) Eighty-
five percent of the costs of maintaining the auxiliary classes
by the municipality is returned by the state. (13) In 1972, there
were about forty-thousand children in the elementary schools who
had received special education in their normal school. This is
about thirteen percent of the school population. Five percent of
that figure would be receiving remedial help in reading.
There
are about one-thousand five hundred teachers educated
in special
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education. Three-fourths of these teachers are working in
elementary schools. (12) There is a growing philosophy in Norway
that if a child, normal or handicapped, is allowed to grow up in
his own home there is no reason that he cannot learn in the
"ordinary context of (home) and school." Norwegian educators now
think it possible to bring in these children to normal classrooms
but do acknowledge that there will be those few that still need
special treatment. (9)
An experimental remedial program was started in the
Haugesund School District where two teachers worked with children
who were to start school in one week and tried to identify dif-
ficulties before they entered school. If they found a potential
one they informed the first grade teacher and the school. An
extra teacher was placed in the classroom. This extra teacher
aided in language and math. When a problem arose, the extra
teacher was there, ready for individualized help.
This was done
just in the first class. However, if the difficulty had not
been
overcome in the first class, then a second
teacher would be avail-
able in the second class. (2)
Sex Attitudes in Reading and Relevance
In Norway, according to Spesialpedagog
Ingeborg Berge, most
boys have reading difficulties. Like
Denmark, she believes that
••it has something to do with discipline.
The girl can sit down
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. . . make things." (2) Elementary School Inspector Berit
Borresen thinks that one of the major reasons boys are in the
majority of reading problems is the content of the reading
material. (4) According to Dr. Hans-Jf6rgen Gjessing, relevance
in reading material seems to be the connection between boys and
girls. Other educators believe also that it is the content in
primers, more appropriate to girls. Even in pre-primers, the
subject matter of these books is the mother and the father, the
garden, and what to do in the home. Urban and rural districts
also present a problem. Urban children do not see cows and rural
children find industry and market places difficult to grasp. (12)
Mr. Sigvald Asheim, Chief Psychologist for the Haugesund
School System, and formally an Associate Director of The Norwegian
National Graduate College of Special Education, has published a
children's text for the first grade about two children moving
from one community to another and the problems encountered with
these moves. Most teachers, according to Mr. Asheim, are not
aware of the change that newly arrived students face. (1)
Methods
The most phonetic of the Scandinavian languages, in rank
order, is Finland, Norway, Sweden, and Denmark. And the
percentage
of reading problems follows in rank order, the
opposite way. (12)
Since the Norwegian language is a highly phonetic
language with
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very few silent letters, the traditional method for teaching
beginning reading has been the phonetic approach. The child
learns the sounds of the letters and the letters that stand for
the sound. Words, then, are built by setting the sounds together.
(15) There are two Norwegian languages, Bokraal and Nynorsk. The
rural or more isolated areas of Norway speak Nynorsk and the
urban communities speak Bokmal. The trend is to use Bokmal. To
compare the two languages, "Jeg leser selv" is Bokmal, and
"Eg les sj^lv" is Nynorsk. Nynorsk is more phonetic than Bokmal.
The problem of two languages in the nation affects textbook
publishers. By law, the publishers must print textbooks for the
primary grades in both tongues. (1)
Dr. Hans-J^rgen Gjessing agrees that the most common method
in teaching reading is the synthetic method or alphabetic method.
Later, the whole word is combined. In this method the teacher
will select two or three vowels (vocals) and then up to four
consonants and combine them in different ways. Then, when they
have been worked over well and the function of the letters have
been understood and expanded, they take in whole words not written
phonetically. This step is usually done after the Christmas
holiday. Dr. Gjessing does not believe that the "whole-word"
methods work in beginning reading programs. He does admit, how-
ever, that there have been method combinations that stress the
synthetic method as the basic method. (12) Mrs. Ingeborg Berge
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of Romsas Skole states that there is a revival of the whole-word
method. In 1970, many schools began using the whole-word method.
In this method, Mrs. Berge explains that the student learns the
sentence and then after a few weeks starts with the letters. (2)
One phonics method is introducing the vowels, usually the
three, then the consonant "m", and combined consonant with
the vowel. This combination is pronounced, and songs created
with these combinations. Many consider this method rather boring
today, Mrs. Berge admits. In these phonic methods, the letters
c
» 9 > w , z , and ' x" were not introduced in beginning read-
ing. Three additional vowels, "a", "o", and the Norwegian com-
bination of "ae" were introduced. At the Romsas Skole, Mrs. Berge
will start with a word, usually a boy's or girl's name, and then
tells about the boy and girl. From this evolves a story and new
words. (2)
At the Torshov Skole for mentally retarded children in Oslo,
Mrs. Rose Cocozza uses a method that takes three years to notice
any appreciable amount of reading. She takes one letter, a conso-
nant, and combines it with a vocal (vowel). Then she starts making
small words. She does not use illustrations. A letter a month is
introduced, five letters, or consonants, in five months. (5)
Mrs. Alfred Langenes of the Specialskolen for Talehemmede
(Special School for Speech and Reading Difficulties), near Oslo,
recognizes the problem of using elementary beginning methods for
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students with reading difficulties at the School. These students
have had these beginning methods, why start them again? So she
uses longer words to break down the barricades that make these
people believe they can never learn.
" (17) Mrs. Langenes claims
that every living being is built up by cells and that every cell
has its "kernel." There is no living cell without a kernel. A
word is just like a circle and wherever you break into the circle
it feels that you are getting in at the wrong place. So you
always feel you should have started in another way. (17)
"A word is like a living being." Mrs. Langenes uses, as an
example, the word "fire." It means something to the child. It
is a living messenger. A word is built up by cells too, just like
the living being. The cells of the word are the syllables and
every syllable has its kernel—the kernel is the vowel. There-
fore, the vowels become a sort of framework in the word and they
are not so easily let out. That is the beginning. She then
starts with a two-syllable word. (17) Mrs. Langenes compares
syllables with cells to her students, and then asks them to find
as many cells as they can find in the word. She then gives them
syllables printed on a card, and they repeat them and put them
together to make a word. The cards (cells) are then turned over
and as the student turns them over, he says what he is turning.
The syllables have different colors. Mrs. Langenes also asks
them the color of the syllable and what is behind the "black"
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overturned card or what is behind the "yellow" card. It is a
training in pronounciation. Another method she uses is the writ-
ing of the word on the blackboard and having the student circle
the syllables and then put numbers over each syllable. She then
would ask the student, "What do you read in number 4 ?" (17 )
3
Mr, Sigvald Asheim, Director of School Psychological
Services in the Hougesund region of Norway, has developed a new
approach to the whole-word method. He argues that since Norwegian
is rather phonetically constant there is no reason why the whole-
word method should not be used. According to Mr. Asheim, the
children do not understand the function the letter has in the
word. They have to read the sentence. When they have learned
eight sounds, four vowels and four consonants, in three or four
weeks, the teacher should be able to group her students. This
way the teacher can spend more time with the slower students and
the brighter ones can go on themselves. Then the analytic method
can start. Mr. Asheim has set his books up in a unique sequence
in which the brighter child can advance on his own. With his
books the students can help one another and give directions on how
to use the lessons. Mr. Asheim* s books took five years to develop
with the cooperation of the Board of Research in Schools (Ministry
of Education) and many teachers. ( 1 )
J
In a recent letter from Mrs. Langenes, she informs me that
she has contacted an editor of educational material and that there
is a possibility that her method may be published. (18 )
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At the J^rpeland Skole, near Stavanger, a method somewhat
between phonics and the whole-word is used. Some teachers use
the whole-word and then the letters. They usually start with
Another" (MOR) and tie the word in with paint books and stories
about mother. Reading is also tied in with the whole subject,
such as social studies (heimstadlare)
. The students learn about
home and the family, and are learning to read and write. (16)
The J^rpeland teacher of the first class will start the lesson
with a friendly conversation to get the students in a good learn-
ing mood. After learning "MOR", the teacher uses cut-out letters
of the word. She sends three students out of the room and reviews
"MOR" with the class. The "M" is colored blue, "0" is orange,
and "R" is blue. The consonant is always blue and the vowel
always orange. Combinations of "MOR" are used on a felt board.
After calling the three students back, a game is made out of the
letters. If a student makes a mistake, the class laughs in
exaggeration.
In teaching the "F" sound, the teacher has the students
count on their fingers and stress all numbers that begin with the
"F". She then will ask them to find other words that begin with
"F". She tries to include all the students and have them all con-
tribute a word. The teacher will print "FAR" (father) on the
board. The children print the "F" in the air with their hands.
They then sit on their desks with their backs toward the blackboard
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and "row” singing a song about fish (fiske)
. They sing other
songs using their hands to express their actions. If the song
is not familiar to the children, they are taught tine words and
then sing. Next, the teacher will print five "F's" on the board.
Then the children take clay from their desk and form the "F".
Some children can go to the board and practice printing the "F"
with the finger over the "F" that has been printed on the board
by the teacher. They also use a sandbox to print the letter.
The next step finds the first graders taking their workbooks out
of their desks, and they start work on the letter "F". Their
workbooks may have a picture showing the sound, like the "fiske."
The "R" is shown as an alarm clock when it goes off: RRRRRRR.
The teacher, meanwhile, goes about the room checking their work.
Whi-ls they place the "F" in their workbooks, they are encouraged
to sound out the letter.
In another class at the Jorpeland Skole, a teacher repeats
the letters learned: SOL, OSLO, IS, SI, OS, LOS, SIL, SOLO. (16)
The teacher then wants to introduce the vowel "A". She has stu-
dents come up to the board and as they write out the "A", the
class responds in unison.
After enough introduction of the "A" has been utilized, the
teacher writes "OLA" on the board. Asking the class to pronounce
the word, they pronounce each letter out: "ooo-llll-aaa. " The
teacher then takes the letters and changes them around in order.
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"What does LO pronounce?" The class responds.
The students take out their workbooks and matchboxes. In
the workbook, they picture the sun when writing the word
"SOL" The teacher also uses fill-ins, S L Solo is
a popular soft drink, so they illustrate with the soda pop bottle.
The matchboxes have cut-out letters, "i, a, o, 1, and s." The
teacher then has dictation and the students will use the cut-out
letters to spell" the word. "OLA" the students repeat to them-
selves and pick out the letters OLA. They then cover the cut-out
letters, pronounce the word to themselves, and then write OLA in
their workbooks. LISA" is the next word, and again the students
go through the same process as for OLA. Games are also used in
the first class. They play "fish," a game that has fishing poles
with magnets attached. All words they "fish" have to be read.
In this class, not all play reading games. Some are working
on clay.'
At an elementary school in Naersness, near Oslo, the teacher
is discussing the jobs that their fathers have. She encourages
students to break-in and contribute to the conversation when they
wish. They do not have to raise their hands for recognition, just
speak up. (19) In the Naersness first class, "FAR" (father) is
being taught and phonetically broken down by the class. All words
that begin with "F" are given examples, according to the limited
vocabulary of the students. A young boy gets up on his chair and
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traces the F" in the air with a finger, sounding out the sounds
of the other two letters, "A" and "*", also. The students in the
class pronounce the letters with him and also trace the letters
their fingers in the air. They do the same when a student
goes to the board and traces the letter with his finger on the
board. The class members also have hand mirrors and they use
these mirrors to watch their mouth form the letters.
Large sheets of paper are passed out as well as tempera-
tube kits. For the next exercise, the children put on their
white smocks or old shirts that have belonged to older members of
their families. The figures II I II are put on the blackboard by
the teacher. The children copy these forms on their paper with
their paints. Under these forms the teacher also places a row
of "F's". Again the children copy. There are two left-handed
boys and one girl in the room. The girl wants to switch but the
boys do not. The teacher respects the wishes of the boys.
After this lesson, and the students clean up, they take a
ten-minute "break" and wander around the room or go outside. They
return, sing a song, and start their next lesson. The children
have a blank workbook and each page is divided into quarters 1—l—1 •
They write the letter they are studying in the upper left quarter
and next to the letter a picture, as best they can draw, that
begins with, that letter. Their teacher places a large reproduc-
tive blackboard and has one of the studentstion of their page on
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come to the board, place his hand in the upper left quarter and
outline his hand with chalk. The child also places the letter
"F" in that quarter. The next child uses the next quarter and
draws a bird. The third child draws a fish, and the fourth child
draws a flag. At their desks the children use colored pencils to
draw. In these schools a headmaster may tell his teachers they
must use a certain method because of supplies and books that the
school presently owns. But the teacher does have the right to
reject those methods and materials.
The elementary teacher will usually have the same class for
six years in Norway. At about the middle of the first year, a
child should be able to take a simple book from the classroom
shelf and start reading independently. Like Denmark, the Norwegian
teacher is not too disturbed if the child takes two years to
acquire complete independence in reading. Some schools in Norway
allow two teachers to work with the first class. The class is
broken in half, one teacher taking half the class while the other
teacher takes the other half. All teachers in this program are
regular members of the staff. Teachers in Norway seem more
interested in smaller classes than in using audio-visual equipment.
Research
Dr. Hans-Jurgen Gjessing, Director of the Norwegian Post-
Graduate Teacher Training Center of Special Education, did a
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doctoral study (1957) which involved a comparison of children in
different social classes. Starting with over three-hundred pre-
school children representative of the Oslo area. Dr. Gjessing
tested them before they started school and in grades one and two.
He found no marked differences in reading levels in first and
second grades. "Workers' children read as good as people in
business." The same, he claimed, was found to be true for the
first two grades in Sweden. (12)
Other research from the Norwegian Post-Graduate Teacher
Training Center of Special Education explored the possibility of
teaching boys in small groups, perhaps individually, in the first
two grades as a solution for the high rate of reading problems of
boys. There is a study being conducted at the Post-Graduate Center
on the size letter, small or capital, to start a child in reading,
or the combination of both. Another is working with linguistics
in reading. This researcher wants to see more of the linguistics
approach in beginning reading; he thinks teachers are involved too
much in content and motivation. (12)
Research in Norway is mostly centered around the big cities
of Oslo, Bergen, and Trondheim. Even in the Institute of
Psychology in Oslo, there is very little in research projects on
reading. Most of the emphasis in educational research has been on
pedagogical-psychological questions. Some basic research in
methodology has been undertaken in Norway, but there has been too
154
little. Even in the research of teaching aids, there has been
almost nothing done. (7)
Norway relies greatly on the research done in the other
Scandinavian countries. This is important when it comes to adapt-
ing for Norwegian use material which already exists abroad. (7)
The effort made in educational research in Norway is
diffuse and scattered. The resources available are
not large enough to permit the establishment of effi-
cient cooperation on extensive, well organized projects
which can really influence educational development in
Norway, (p. 23) (7)
The Institute of Psychology does hope, in the near future, to
do a project on psycho-linguistic studies.
Certain aspects of the reading process have lately
been included in this research, and possibly a sys-
tematic study of children with reading difficulties
will be undertaken, (p. 12) (7)
At the Norwegian Advanced Teachers College, Institute for Educa-
tional Research at Trondheim, a project is being considered in
"reading textbooks and methods in teaching of Norwegian." The
project hopes to analyze the books used in teaching Norwegian at
the present time. (p. 19) (7)
Professor R. Rommetveit of the University of Oslo (1972)
showed how perceptual operations are influenced by "superordinate
cognitive activities," and how these are essential for fluent
reading and speech comprehension. (21) Rommetveit and Blaker
(1973) were interested in "induced semantic-associative states and
resolution of binocular rivalry conflicts between letters." This
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study was done to gain more insight into subtle mechanisms
involved in fluent reading under normal conditions. (20)
The finding that, under certain conditions, a person
was incapable of identifying the contextually inappro-
priate rival, despite his deliberate attempt to do so,
testifies to semantic-associative control of perceptual
operations of a highly automized and ’intuitive
nature.’ (p. 24) (20)
The Institute of Psychology (Psykologisk Institutt) of the
University of Oslo has been doing a series of studies related to
the process of reading under Professor Ragnar Rommetveit. (3)
Testing
The Gates Diagnostic Test was translated for Norwegian use
in 1957 and is still being used. There are silent reading tests,
tests of content analysis and statistic analysis. Many tests have
sub-tests such as comprehension, speed reading, details, and skim-
ming. (12)
Dr. Hans-JgJrgen Gjessing, like Kees van Rijswijk in Holland,
would like to see more qualitative tests created in Norway. (12)
Summary
The topography of Norway has a much rougher terrain than
Norway's two neighbors, Denmark and Sweden. Not blessed with flat
lands like her neighbors, Norway has had to make the best out of
her steep mountain sides for agriculture. For most of its citizens
it is a hard life and they do not enjoy the prosperity of her
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neighbors. Yet, this country has managed to produce her share of
writers and artists and the world’s merchant fleet. Not entirely
without resources, her water power is sold to her neighbors and
off-shore drilling for oil looks very good. Seemingly isolated
from the rest of Europe because of her topography, Norway’s
educational system is a blend of her own plus those of Denmark and
Sweden.
A bastion of freedom and democracy, Norway was taken by sur-
prise by the German invasion in World War II. Her schools and
churches came under the control of the Nazi power. Teachers
resisted the nazification of education, and many joined the under-
ground. The entire body of Lutheran ministers resigned "en masse"
rather than preach Nazi doctrine from their pulpits.^ In every
school, today, there is a picture of the Norwegian German High
Command surrendering to a captain of the Norwegian resistance.
The German staff in their proper uniform, decorations and all,
surrendering to a school teacher in civilian clothes the entire
German army in Norway! Next to this picture there may be another
picture of the late King Haakon and his son, Prince Olav (later
King Olav)
,
in their military uniforms somewhere in a forest in
northern Norway prior to their escape to England. Their retreat
from Oslo was not one of cowardice. The Norwegian military
^Over ninety-five percent of the population of Norway is
Lutheran.
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resisted and fought the German invaders under direct orders from
the King. This fight for their country and individual freedom
is also expressed in their desire for the education of the child
and the respect for the individuality of that child.
Education is compulsory in Norway and despite the rough
terrain of the country and often inaccessible roads in the winter
months, schools are at maximum attendance. The Ministry of Church
and Education allows for innovation and change on the local school
level to compensate differences in the unique geographic locations
of schools.
While the methods used in teaching children to read are
synthetic, alphabetic or phonic, there are attempts to introduce
analytic or whole—word methods. Norwegian teachers are aware of
both methods and will use the analytic methods if the child or
class does not respond to the synthetic methods, although rare.
Teachers in Norway have the same class for six years, grade one
to grade six.
Remedial classes are usually not encouraged. Like the Danes,
the Norwegians reject the plan to set apart special classes in
schools but would rather integrate these special students within
the normal class. Many schools have special teachers that will
go into the class to help the classroom teacher with one or a
group of children in their reading, and mathematics, program.
School districts are conducting inservice courses for teachers
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in remedial and special education. Districts will also place
special teachers within the school to help the classroom teacher
that has a problem reader. This special teacher will either sit
in the class or offer help to the teacher in establishing a pro-
gram for the problem reader. Most of these special teachers have
graduated from Norway's only graduate school in education for
special education. This school. The Norwegian National Graduate
College of Education, located near Oslo, has established extension
divisions in other cities throughout Norway. While research is
still limited to psychology departments at universities, reading
research is now being conducted at the Graduate College of
Education. This is a welcomed departure from the university
psychology departments because the National College of Education
is staffed by instructors and graduate students who have a back-
ground in education.
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CHAPTER VI
SWEDEN
Education
Unlike her Scandinavian neighbors Denmark and Norway, Sweden
was able to maintain neutrality during World War II and not have
to go through a reconstruction period after the war. This allowed
for an uninterrupted period of educational expansion and innova-
tions in educational programs and policies. Sweden's educational
programs, then, became examples for other countries to emulate.
Since 1969, compulsory education in Sweden has been for a
nine-year period. The individual's right to an education is
guaranteed by law. Movement toward a nine-year period of school-
ing began in 1940 when the Minister of Education created a commit-
tee to study the possible connection between the elementary
(Folkskolan) and the secondary school (Realskola) . After many
committees and much debate,^" it was decided by parliament (Riksdag)
in 1962 to create the "comprehensive" school (Grundskolan) . This
new school will accept children at the age of seven, which was
the same age in the previous school program.
The comprehensive school is divided into three sections:
the lower grades (Lagstadiet) of grades one to three, the middle
^Professor Torsten Husen of the University of Stockholm
Institute of Education was an active advocate for the Grundskolan.
( 8 )
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grades (Mellanstadiet) of four to six, and the upper grades
(Hogstadiet) of seven to nine. The first eight classes have a
common curriculum, and in the ninth grade there is a division to
accommodate several areas of study: academic, general, mechanical
2
and commercial. The upper secondary (Gymnasieskolan) starts after
the nine years have been completed and can be attended by non-
academic and academic (university bound) students. The
Gymnasieskolan can be attended for two to four years. This level
does away with the Gymnasium which was reserved for the exclusive
attendance of university bound students only. Vocational education
3is also included in the Gymnasieskolan.
The new curriculum of the Grundskolan involves:
... a simplification of the school's organization,
particularly at the senior level. More subjects will
be compulsory. . . . The alteration and renewal of con-
tent matter in a number of subjects ... a reorganiza-
tion of work in the school, with longer working periods,
periodical reading, and the coordination of matter from
different subjects into "fields of activity." (p. 1) (32)
English is made compulsory from grade three to grade nine and handi-
crafts are the same for boys and girls with no division into groups
according to sex. The Finnish language can be included in the school
curriculum two hours per week for pupils with Finnish as their native
in grade seven, optional subjects are offered.
^University bound students will finish the four years; technical
and vocational students, two years.
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4tongue. The new nine year program will also see an increase in
time devoted to drama, film and television in the strengthening of
th.e Swedish language. The new program encourages schools to increase
their special education "either in a special class, or by a coordi-
nated special instruction." Those that attend their ordinary class
are helped at certain hours by a remedial teacher in a "clinic" or
in the regular classroom. (32)
Although no classes of over thirty are permitted, the mean size
of the primary classroom is increasing. There are, however, fewer
children in grades one and two than there are in grades three, four
and five. The first grade teacher usually continues with the class
through third grade and then the fourth grade teacher remains with
them until the sixth grade. ^ (28)
There are sixty thousand Finnish children attending Swedish
schools. Finland is concerned that not enough is done for these
children in the Swedish schools. The problem is not so much on the
hours spent teaching these children their mother tongue but the need
for a more realistic approach to the learning of Swedish. These
children are caught between their mother tongue, which they hear at
home and their neighborhood, and the national tongue, Swedish. (7)
Interestingly, though, up until the nineteenth century, Finland
was part of Sweden and Swedish, was the official language. There are
about three hundred thousand Swedish-speaking people in Finland. The
Swedish, language is still recognized as a legal language in Finland.
There are several Swedish-speaking schools in Finland. (7)
^"There is a law that teachers must keep in contact with parents
on the development of the child’s progress. This includes home
visitations. But this is the law and another thing is the practice.
In practice, the teachers are more concerned with skills than
with . . . all other factors of development." (Dr. Eve Malmquist,
University of Linkopping, International Reading Association Conven-
tion, Detroit, Michigan, May 1972)
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Teacher Training
With the introduction of the Grundskolan in 1970-1971, teacher
education has also come under reform. Prior to reorganization, a
teachers' training college student went through three years of train-
ing for the elementary grades. Evaluated in her practice teaching,
which takes place the last half year, the student was either dis-
missed from teaching or allowed to continue a fourth year, called
the "special training" year. (13, 38) At the end of the fourth year,
the new teacher was given a rating that was placed on his or her
certificate. The ratings ranged from the lowest, 1.5, to the highest,
3.0. This system of rating was much debated and was abolished when
the new school system went into effect, 1970-1971. (38)
Under the new system, teachers in Sweden are trained for nursery
school (Bamstugor); comprehensive school (Grundskolan); junior,
middle, and senior level. Gymnasium or Fackskola, vocational school
(Yrkesskola)
,
certain subjects like physical education, textile work,
music, drawing and woodwork, nursing, and university teaching. (34)
The nursery school teacher has completed her Grundskola and six
months of practical experience "on the job" to become a salaried
nursery school teacher. After three more years of practical experi-
ence, she may take a one-year course £or teaching handicapped children.
The nursery school teacher, then, receives no formal training on how
to teach reading or concepts prior to the teaching of formal reading.
The Comprehensive Teachers' Training College (Lararhogskolor)
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trains teachers for grades one through nine. The student must have
graduated from the Gymnasium or Fackskola. The course is two and
one-half years for those teaching on the junior level (grades one to
three) and three years for those teaching on the middle level (grades
four to six) and senior level (grades seven to nine). Practice
teaching is included in this training period of the junior and middle
level and, as previously, teachers are "weeded out" or allowed to
teach. (38)
There are extension and inservice courses for teachers and there
is additional financial compensation for completing these courses.
(38) For teachers of several years of experience, there is an oppor-
tunity to spend one year at a special teachers’ college and receive
a certificate in Special Education. The teacher will receive a sti-
pend but not full salary for this "sabbatical." When the teachers
return to their schools, they will receive a higher salary. (13)
There is no "major" in reading education at colleges of educa-
tion. Teachers' training colleges offer the minimum courses for the
teaching of Swedish. No remedial methods are taught. All this
training is offered by inservice courses, extension courses, and the
special year at the special teachers' college.
Methods
Swedish can be understood by Norwegians and Danes since all
three Scandinavian languages developed from a northern
branch of
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Germanic and Che basic word stock is Germanic. There are twenty-
nine letters in the Swedish alphabet including three extra vowels
placed at the end: a, a, and 6. The sentence order of Swedish is
similar to that of English.
The Swedish methods of teaching reading are basically synthetic,
usually phonics. This type of method is readily accepted by
teachers as Swedish spelling is rather phonetic. (29) It is most
probable that a visitor to Swedish primary classes will see every
teacher using the same method in the same school. They may use the
phonics method but with variations. (13) The speeds of the individual
teacher will also vary. Even if a teacher knows the best methods
and the up-to-date methods, she must be able to "sell" her method
to the class. A teacher with limited or antiquated methods could
possibly do a better job as long as she had good rapport with her
class. (13) If the phonics approach does not work with an irregular
word, then the whole-word or sight method will be used. (38) This is
especially important for children who are weak in auditory perception
as they may find it difficult to blend sounds to make words. (29)
In a first grade class, we could observe the students working
on a new letter/consonant, the "1". The teacher and the pupils are
discussing the words that begin with, the "1", words that have "1" at
the end, and words that have "1" in the middle. Illustrations that
start with the "1" are placed on a felt board, those that have 1
at the end are placed on the second line, and those words with the
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letter "1" in the middle are placed on the third line. (5)
The lower and upper case letter is used. The teacher shows her
first grade class how to print the upper case "L" and reviews the
letters they have studied to date, the "Ff, Ss, Aa, and now the LI.'*
The children use paint brushes on the blackboard with water to prac-
tice their LI". They will divide their paper into quarters. The
1 stroke is used first on the first two (top) quarters and the
"L" on the bottom two quarters. With crayon, they print the "l" and
"L" on a normal size notebook paper and place a picture from cut-
outs on the sheet. They show the completed page to their teacher for
approval. On the back of the paper, they practice the "LI".
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The children use the felt board illustrations for hints on what pic-
ture to use for their "illustrations." As the children are working
on their papers, the teacher (froiken) has the chance to go about the
room looking at their progress and talking to the students.
The next step finds the children looking at old newspapers and
magazines and cutting out the "Li's". They paste the letter or letters
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they have cut out near the pictures they have drawn. Their finished
papers go into their loose-leaf notebooks. After putting away their
notebooks, they use lined paper to practice their "LI". The stu-
dents also have a commercially prepared book that has "tear off"
letters placed in slots. These letters can be removed from a
perforated card. (18) The teacher passes out papers with printed
objects that the children can color. The lion is used for the "LI".
The children use both the upper and lower case letters in this les-
son. After finishing coloring in their lion, they paste the picture
on a sheet in their notebook. They review the previous letter on
the page, using two lines. A second page is used to print the small
"l", again only using two lines, and a third page is used to print
the upper case "L"
,
on two lines. Going back to their "cut-out"
letters from their kit, they make words from their textbook. The
vowels are in red. Then they write their new words in a "word-
picture-book" and draw an illustration for their new word. (4)
In this particular room, the teacher’s fifteen-year-old
daughter was the aid. This is an unpaid position and only offered
to secondary students who are considering teaching as a profession.
The room is colorful, sunlit, and had a piano, as all primary class-
rooms have in Sweden (some havs organs) . There was a filmstrip
projector and a television set in the room also. The children’s
work was displayed on the walls. (5)
At another first grade class, a game is played placing
the
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consonant cards next to the vowels and reading the combination.
0
0
There is a felt board in the room where pictures are placed under
the letters studied. Vowels are in red and consonants are in blue.
(38 )
Like the previous room, this room is also well supplied with
prepared and teacher-made tools and materials. Labels are on all
pieces of furniture in the room as well as name tags of the students
on their desks. Seats and desks are arranged in fours, two facing
each other. The overhead projector is being introduced to the chil-
dren. This first-grade teacher explains the acetate sheet by draw-
ing cartoon faces on it. The teacher tells the children to place
an "A" and an "a" on the upper left comer of their paper while
she writes the same on the acetate sheet. She prints sa and a
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face m > then a balloon outside the face
. On the
fourth line, she puts the "S" and M s", then "sol"
. On the
sixth line, she writes "M" and V, "mos"
,
then shows how not
to write it Some of the other letters and words she write;
the overhead are:
s on
Rr
Oo
Ff
Ee
ros
os
SVs
Then the teacher covers up the pictures and students read the words
as she drops the cover from the pictures. The papers on which the
students copy their work are placed in their loose-leaf notebooks.
At another school, the teacher has a class of fourteen in her
first class. They are reviewing the "o, r, e, f, s, a, and m".
Again, as in the previous school, the lower and upper case letters
are learned together. (35) The teacher sounds out the word
"m e r." Then she makes up a game of a bus (cut-out) going from
station to station, the stations being "m, e, and r. The students
pronounce the "stations." This class has been divided into three
groups of reading ability. Each desk has a blue arrow in the
corner to show the direction to read and write. Pictures
are cut
out of prepared ditto sheets, pasted on notebook paper,
and labeled
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with the words studied. When this work has been approved by the
teacher, it is placed in the loose-leaf notebook.
At another class in the school, children have studied,
o, s, m, r, a, f, and e". They are now studying the "1" and "L".
They first print the ”1" in the air with their finger, then on their
desk with their finger. They have a hand-mirror on their desk to
observe their mouth when wording the letter. (9)
Using large drawing sheets, they fold the sheet four ways to
get four areas. From area to area they practice the letter "L"
with crayon. They do the same on smaller sheets of paper that they
can place in their notebooks. After a "break" in which they swing
their arms to a recording of Frank Sinatra’s "Strangers in the
Night," they work with their alphabet cut-out card. (18) Cutting
out the "1" and "L" they place these letters in their slots of their
letter book. They now have a collection of the letters they have
studied to date. They also cut out the new letter from magazines and
paste these letters in their notebooks.
In a second grade class, the children start the period by read-
ing the calendar date in Swedish. One child volunteers to go up to
the front of the room and read the date. (36) A continual story is
read to this class of nineteen whose desks are in groups of four.
After the portion of the story for the day is read, questions are
asked.
The "lj" combination is worked on in this class. The "l
1 is not
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pronounced, thus making it difficult for the pupil. The whole-word
approach is used in this process. To get the "lj" word out of the
class, the teacher says, in English, "The sun is black!" The chil-
dren shout, "ljuga!" (a lie!) Children are grouped in this second
grade class. One group reads with the teacher, the slowest group
five students. Two groups and subdivisions of two groups are
formed. Some students are reading a selection on their own and
answering a question sheet prepared by their teacher.
In the same school, another second grade class of eleven stu-
dents are contributing words relating to autumn.
The children, in turn, pantomime the word from the list and the rest
of the class has to guess the word. Sentences concerning autumn
were also dictated to the teacher and the students have to read the
sentences they created. Examples of the sentences are: "People wear
heavier clothing. Birds fly to another country. The ground becomes
frozen." Each group of four desks now plans to act out the words or
the actions of autumn. One group acts out a hibernation scene. The
"animals" are gathering food for their den and moying about their
den, another group acts out birds in flight, and another gets dressed
for outdoors. The second grade teacher hands out cards with the
words already studied. One student reads the card and the other has
to spell it using printed letters on his desk. They work in teams
host (autumn)
frost blaser
halt fryser
halt Kallt
morkt fryser
kyla regn
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of two and exchange places. This gives the teacher time to work with
the slower students. Their problem seems to be in choosing the cor-
rect vowel.
At another school, the second grade teacher of seventeen stu-
dents sound out words. If the words are "expressed," the students
act it out with their voice and hands. They are working on three-
letter words having "p" in the beginning, middle, and end positions.
A word game, Lotteri, is used. Cards with words are turned over
and the student is given a three-column chart. As the child picks
up the card, he reads it and puts it in the space written on the
chart. All words begin, or end with, or have in the middle, a "p".
These words may have been studied in the previous lesson. Three
children play the game. Each child is assigned his own column and
must complete the column to win. If the card is not in his column,
he must put it back in the pack, face down, and reshuffle the cards.
Another game uses cards with incomplete short sentences, and the
child can add a card to complete the sentence. Sometimes there are
pictures to show the word. (17)
There is a tachistoscope-type game in which the child writes
in a missing letter and then turns the card over to correct himself.
The full words (correct) are on the back of the card. The game is
not easy as the letter or letters asked for may be close in sound.
The child places a blank paper under the card and writes out the
entire word. (1)
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Students in a third grade class in the same school start their
lesson by reading a selection from a textbook. In this class of
twenty-four students, the teacher discusses the story with them. The
children sit in groups of four, and each desk is a smaller reproduc-
tion of their teacher's. (22) The students willingly volunteer for
reading. If a student "stumbles" in his reading, he is not embar-
rassed as he receives help from the teacher. This class is also
learning English, as it is compulsory for the Swedish third grade.
Their teacher sometimes gives commands in English like "five minutes
only" to complete a short drawing. The drawing is their interpreta-
tion of a poem that they have just read. The poem is from their
textbook (3) and they get their ideas for the illustration in another
book. (37)
In another third grade class, there are ten students because
the other members of the class are at a shop lesson. This class has
a student who has a hearing difficulty. Because of this, the entire
room has been carpeted. A new lesson is not introduced because
half
Instead, the teacher reviews writing the correctthe class is absent.
175
vowel after the letter "g". Dictionaries and grammar books are used
to locate words beginning with "ge, gi, ga, go". The children work
at the desk or at the board.
at. Qa,
» —u~ T
In a second grade class, the teacher is discussing the "hj"
combination. If a picture is available, the teacher puts the "hj"
word on the felt board (hjalm, Hjalmar, hjort) . The student puts a
ring around the "hj" of every word. He then pronounces the "hj" with
the vowel after it. 6 (9) Students then copy the "hj" words into
their notebook and draw a picture of the word, if possible. The
paper is divided in half, half for the word and the other half for
the picture. The students try to get as many words and pictures on
the page as possible. They also write short sentences using their
new words.
At a third-grade class, the teacher passes out slips of paper
with words written on one side. The papers are given to the students
face down. The student reads the word and the teacher enters the
word on the blackboard. Then the teacher reads a story from the text
that involves the new words. (21)
6
Mixing sounds (consonants and vowels) is a major problem with
children. (8)
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During the story, the teacher asks questions for review and
comprehension. She also has the students read silently after she is
convinced that they understand the story. The stories in this book
are current and deal with family life. This seems to be important
because there is a high number of children with only one parent.
In this area near Stockholm, a large apartment house project, there
are many single parents.
The headmaster of a school does not dictate method or materials.
Teachers get together and decide on the methods they will use. (38)
If a teacher finds something new when she takes courses or through
professional literature, she may try it out in her class. All the
classrooms I observed in teaching reading were just "bursting" with
enthusiasm. As one teacher put it:
They love it, and they think that it is fun because we
use funny letters. And I think that's the most valuable
part of the job, being a teacher for these kids because
they really shine up, you know, when they find out they
can spell together a couple words. Oh! They love it;
they really do. Even the retarded kids love it, when they
can put 'o' and 's' together. (38)
As effective the reading programs seem to be in Sweden, there
are many complaints from eighth and ninth grade teachers concerning
the large number of poor readers. (13) Another teacher claims that
there are too many students who finish ninth grade still reading
very poorly. Students can leave school after completing their
ninth, year of school. This same teacher blames it on the large
classes in the first three grades and suggest that there should
be
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fifteen to twenty students in these grades. (38)
Special Education and Remedial Education
The Education Act of 1962 mentioned the various regulations that
allow municipalities to take special measures for children who are
slow learners in reading and writing. This special or remedial
education is given either in the form of special classes of remedial
teaching or separate special teaching such as in the "clinic." The
special teaching would be maintained within the framework of the
regular school system. (31) Individualization is highly stressed
for the pupils concerned. It is encouraged that these students
attend their regular ordinary classes but should be helped during
certain hours by a remedial teacher. They may be taken out of their
class for these hours and given help in a clinic situation or the
remedial teacher can come into the classroom and work not only with
those needing remedial help but with the teacher. (32) This preven-
tive auxiliary would only be given during the early years of school.
If Swedish students with special difficulties in reading and writing
continue past these first few years, they are given separate special
teaching in their regular classroom or assigned to the reading
clinic for this separate special teaching. (31)
The reading clinic has seemed to work well with students with
normal I.Q. as well as students identified as potential reading
disabilities at a low intelligence level. (26) The first stage of
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treatment Involves diagnosis. The initial remedial program involves
exercises in comprehending and reproducing sounds, words, sentences
and phrases in the spoken and the written language. The special
teacher has to keep notes of progress and must cooperate with the
classroom teacher. (31) Of course, the ideal situation would be if
the reading disability could be prevented by early diagnosis and the
earliest possible clinic instruction. (26)
The special education program in Sweden is greatly encouraged
by educators and many of these educators were the "fighters" for
legislation which has come about in the last ten years. A recent
trend in special education is the presence of the reading clinic
teacher in the classroom if the regular teacher has four or five
problems. (15) Mrs. Elisabet Hakanson, a remedial instructor at the
Stockholm School of Education (Stockholms Larahogskola)
,
Department
for Special Education, believes that one of the greatest improve-
ments in remedial reading instruction in Sweden is the attitude of
the teachers in trying to create individualized instruction for their
students. This has been in effect about ten years. (13)
Sweden did have a series of special education clinics which
started in 1947. So popular did these clinics become that by
1970 the clinics had more children than the normal reading classes!
The government, who had been paying the expenses of these clinics,
had to dissolve the clinics and began to integrate the
special class
within the normal school or class. C8) Even with the
Integration of
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the special classes and clinics within the normal school, there is a
lack of properly trained personnel. Not that there is disinterest
in becoming special teachers or receiving training in remedial
education, but the problem lies in the fact that there are not
enough special colleges to train qualified personnel. (8)
Besides reading clinics in schools, there also may be a "speech
educator." This specialist would be in charge of a "talklinik." The
most serious speech problems would not be handled in the talklinik
but at a special speech clinic. The speech educator usually helps
those that can receive correction in a short time. An example would
be a student who has difficulty trilling the Swedish "r". (14)
Because of the larger classes in the third grades, it becomes
difficult to give special training in a class of over thirty children.
The primary grades of one and two usually have no more than twenty-
five students. The teacher is allowed to divide the class into
groups, thus allowing the teacher to work with the slower groups.
Grouping becomes difficult from third grade and upward. There are
no teacher-aides in the schools and the state does not budget for
teacher-aides. At one school, there is a small program to try to
get students from higher grades to come down and help the younger
students, not necessarily in reading, but in other activities such
as sports and outings. Every first grader has a big buddy from
grade three or four. C.38) In the first grade, a brighter child may
be assigned to help a slower child not so much to help the slower
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child but because the brighter child is not able to get as much out
of the educational process as is possible. (38) Mrs. Hakanson of the
Stockholm School of Education is also concerned over the fact that
the gifted child is neglected. She notices that they come to school
with excellent reading skills but cannot "go on." (13)
In one special class for reading problems, the teacher had six
first graders. At this particular observation day, each child was
given five cards representing sounds such as "waves, singing birds
in trees, lightning, rain, and storm." The teacher then played a
tape and the child picked out the representing card of the sound and
explained what the sound and picture meant to her. Eor the "rain"
card, the teacher may ask, "What do you wear in the rain?" She then
may have them "walk" through the rain holding imaginary umbrellas.
As the children express themselves throughout these sounds, the skill
of conversation and inquiry is carefully brought out, a prelude to
reading. The more verbal the child the better he is prepared for
reading. In this same special class, concepts are stressed with the
cards. The teacher tells them to put Number 2 in back of Number 1,
as each card has a number on the back. After the lesson on sounds,
the teacher passes out cards with two or three letters they have
already studied face down. The children then have to match the word
with the picture that has heen placed on a felt board in front of
the room. They also pronounce the word with the class. Then the
teacher will remove the pictures from the felt board, passes them
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out, and instructs the children that they have to find the correct
word and place the picture next to it. Sheets of paper are passed
out with illustrations of the words, and the children print those
words under the correct picture. A sheet is given to them to draw
in the picture over the word. After completing the assignment, the
children put their finished work in a loose-leaf notebook. In the
case of non-remedial children, this teacher removes the pictures as
an aid. The children are on their own in using the correct illustra-
tions. (38)
In a reading clinic, four students sit around a table. It is
a physically comfortable room. These children are working in the
'
same reading or math book they would use in their normal class.
There is a specially marked blackboard in the room so the students
can practice their letters. It has a series of horizontal dots
engraved on half of the slate. Over the "lined" slate, there is a
frosted sheet of glass. The students come to this clinic only one
hour per week. (20) At another reading clinic in the same school,
three students are working with their special teacher. This teacher
does not have the special blackboard and does not believe in using
the same books used in the regular class. Instead, this teacher
uses
a variety of tools, games and exercises. In this particular clinic,
one feels a definite approach, to remedial reading. This
clinic takes
students from grades one to seven. The older students
come two hours
per week, and the younger students come three hours.
There are three
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children in the younger classes and five children in the older
classes. Most of these children get homework assignments. The
teacher felt that the same book used in the regular class should
never be used in the clinic. (6)
Every teacher of the first three grades has a weekly two-hour
block of time to work individually with children with reading diffi-
culties. (19, 28) Sometimes the classes are broken down: one group
the first hour, a second group the second hour, and then the classes
are combined the third hour. (38) It must be mentioned that reading
classes are for normally intelligent pupils as well. These students
may have exceptional difficulties in reading and writing. Dr. Eve
Malmquist of Linkoping University uses the term "special reading
disabilities" if the child has poor reading ability but has normal
intelligence, and for the reluctant reader who can read but will
not. (28)
The special classes have the same timetable as ordinary classes,
but the school board can extend the teaching time for any subject,
even reading. Since this is done at the expense of the other
subjects, pupils in reading cannot assimilate knowledge and skills
at the same time as other pupils. They are given grades as a special
group, preventing them from receiving the lowest grades if they were
back in their regular classroom. Parents must approve the move
of
their child to a remedial class. (30)
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Pre-Reading Programs
Pre-schools have been discussed in Sweden, but reading has not.
The churches have started a pre-school program because, as
Mrs. Hakanson explained, "the state takes too long to decide." (13)
Most of the pre-schools are private. There are pre-reading programs
in some nurseries where words involving concepts are taught: colors,
behind and in front of, up and down, left and right, and so on. Pre-
school is not compulsory and not like our kindergartens. If it
becomes compulsory, it would be for the six to seven year group.
Dr. Eve Malmquist is very much interested in readiness and
aptitude for reading and even suggests:
We should ascertain as much as possible about what the
children have experienced and learned during the period
before they start school. Without such knowledge of the
child's development, there can be no sure foundation on
which school education can build, (p. 293) (12)
A pre-reading program of several weeks is carried out in the first
grade throughout schools in Sweden.
English
The 1950 Education Act proposed that English should be studied
starting in the fifth class. In some schools, it had started in the
fourth class. (.30) English, then, was started about age
ten, French
or German at age thirteen, and another language at
fifteen. Danish
and Norwegian literature are read at ages ten through
thirteen. (16)
In a study conducted over the years 1958 through
1962, there was
184
"no indication of negative effects from exercise in English as early
as grade one on the development of reading and writing ability in
Swedish. (p. 58) C25) This encouraged the government to place the
requirement for the beginning of English in the third grade in the
new nine-year compulsory school program as part of the curriculum.
This made the language compulsory from grade three to grade nine. (32)
Some schools start spoken English in grades one and two. Books
are not used until grade three. Most teachers in Sweden are fluent
in English and maintain their fluency by taking inservice courses
or other course work. It is not uncommon to hear English spoken in
grades one and two by both teacher and students.
In a third-grade English class, a recording was used on numbers.
The record, published in Sweden, stressed the numbers thirteen to
nineteen. The teacher writes the numbers on the board and the class
reads. There is a book that goes along with the record. The voice
stresses the "English" accent. (10) In another lesson, action of
some sort was emphasized: ski, swim, sing, or sounds like car and
train. As the record continues, the teacher holds up cards about
the size of this page illustrating the words used in the record.
After the recording is finished, the teacher goes oyer the cards with
the class. The teacher uses as much English as possible. She lets
the children pick up the cards and other students must name the
object in the picture using English. The class plays a type of
bingo to better learn the numbers in English. The teacher
will say,
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I chose 11, 7, 13, and 10. Are you ready to go on?" When a stu-
dent gets "bingo," the teacher moves on to another game.
In another third-grade class, color is stressed. Showing the
class a series of cards, this teacher asks:
"What have I got?"
"You have a hat."
"Is it black, green, yellow . . . ?"
"Yes, it is yellow."
"Give it to me please."
The entire period is not spent on English. Twenty minutes is spent
on the language and the other twenty minutes of the class time on the
mother tongue, Swedish.
By the fifth grade, the teacher speaks only in English and
expects her students to answer in English. If it gets too difficult,
the teacher does use Swedish, but only a few words. (40)
Research
Swedish research in reading does not seem to be in such great
quantity as in the English speaking world. Malmquist states that:
In many European countries, empirical research within the
field of reading is still of rather modest proportions,
partly because of a limited availability of acceptable
measuring instruments, (p. 309) (24)
Most of the work done on reading research has been the efforts of
Dr. Eve Malmquist, Director of the Department of Educational
Research, Teachers College of Linkoping, and his staff.
In his
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study of three-hundred ninty-nine first-graders (1967) on the
"relationship between personality maladjustment and reading,"
Dr. Malmquist concluded that the nervous traits of the poor readers
may have been contributory causes in the occurrence of reading
disabilities in twenty-three percent of the cases. (24)
In the same study, he also noted significant relationships
between the teacher's age and the pupil's reading achievements.
Teachers with twelve years or more experience had a higher reading
achievement in their classes than did teachers with less than twelve
years experience. The same study investigated sex differences
between the first graders. Dr. Malmquist discovered, with regard to
average reading ability, the differences between the two sexes was
quite small and often not significant. (24) In a 1969 study,
Dr. Malmquist "confirms the almost unanimous view expressed by
previous investigators that intelligence^ is an important factor in
the development of reading ability." (p. 311) (24)
Tests
It had been the practice to give Swedish children a readiness
test during the month, of April prior to their entry into the first
grade. This has been replaced by "introductory teaching of a
diagnostic nature" during a child's first weeks in school. After
^Influenced by home background.
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three or four weeks, the teacher and the school psychologist get
together to discuss and assess the various aptitudes and needs of
the child. The headmaster then has a meeting with the psychologist
and teacher to discuss if any individualized or special measures are
needed for the student. The child may be allowed to stay in the
regular classroom or perhaps given a special examination which may
result in some special teaching program. (32)
After a careful diagnosis of the child’s reading readi-
ness and general school readiness at the school start,
it is possible to reduce considerably the frequency of
reading disability by providing suitable remedial treat-
ment for children, who, if given ordinary instruction
only, are expected to develop some kind of reading or
writing disability, (p. 104) (26)
Sweden does have several reading tests in the primary grades.
Richard Lindahl's school readiness test is used in the first few days
of the first grade. Eve Malmquist’s group test of intelligence and
maturity is also used in grade one. He has also developed a series
of reading tests for primary grades. There are first grade standard-
ized tests that go with the text. These are tests so that teachers
can check to see if their reading instruction has been successful.
(38) It is the policy for Swedish schools to diagnose early as a
preventive measure and to stimulate readiness. (23)
Social Background
Teachers in Sweden are convinced that if the social background
is low the child will have reading problems. A poor social
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background will result in limited speech and a limited amount of
vocabulary. (38) The poorest readers are the socially poor or
culturally poor. (13) Educators are aware that some children come
bo first grade with a disability. There is a strong move to
establish pre-school programs similar to a kindergarten program in
which a reading-readiness program can be initiated.
A child s progress in learning to read to a considerable
extent is dependent upon his experiences with the use of
the spoken word in his pre-school years, (p. 60) (27)
Professor Torsten Husen, after studying the results of an
8international reading project, has also come to the conclusion that
"home background tended to be the most important factor in a pupil's
9
educational achievement." (33)
There is a Swedish proverb that says "children who fail at
school . . . are human songbirds who never learned to sing." (27)
Television and Audio-Visual Equipment
The classrooms of Sweden are well equipped with materials and
audio-visual machines. This has been the situation since 1967 when
O
This was Dr. Robert L. Thorndike's study, Reading Comprehension
Education in Fifteen Countries (International Association for the
Evaluation of Educational Achievement, John Wiley and Sons, New York,
1973). This is one of a series of international studies in education
by the International Association of Educational Achievement,
Stockholm, of which Dr. Husen is editor-in-chief.
^ Dr. Eve Malmquist of the Linkoping School of Education also
came to this conclusion in his 1969 study. (See section on
Research.
)
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large sums of money was appropriated for this equipment. (8, 38)
Some teachers think, that the money appropriated for material
and equipment would better be spent for smaller classes. (38)
Although the classrooms are well-equipped, teachers may not be able
to use the equipment properly. (13)
Relevance
When questioning educators, teachers, and psychologists in
Sweden, the idea of "relevance" in books and materials seemed to be
a matter of interpretation.
A school psychologist that was interviewed claimed that she has
looked carefully at the books in her school and finds them relevant
to the life experiences of the children in that school. (15) A
first grade reading teacher who holds the post of vice-principal in
the school also thinks that the newer books are relevant. (38) How-
ever, a lecturer at the Special School for Teachers in Stockholm
disagrees and thinks that more books are needed that are more rele-
vant. She would like to see books showing one parent, the father,
cooking, and perhaps not showing smoking in the illustrations. (8)
Ethnic Groups
The majority of the population speak Swedish. Those who live
along the Finnish border have a problem with their
children who
speak Finnish, start school also at seven, and have
to leam
Swedish rather "fast." (.39) The Lapps in Sweden
go to a resident
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school but do not go regularly. They go for a few months and then
return home. A program has been initiated where teachers travel to
their homes. (38) There is a problem in the printing of books for
the Swedish Lapps in their mother tongue. It is not economically
feasible to print for so few students. Lappish is different in each
of the Scandinavian countries so a joint effort by these countries
to share in the research and expense of printing books for the Lapps
is not practical. (7) Lapp children in Swedish schools spend two
hours per week in classes for their mother tongue. Other migrant
children go to class once a week to maintain their mother tongue,
if possible. This may mean going to another school for the lesson.
The Finnish-speaking children take their Finnish lessons in the same
,
- 10
school.
Summary
At the close of World War II, Sweden, because of her neutrality,
emerged the richest country in Europe. Unlike the rest of Europe,
Sweden did not have to concern herself with the task of rebuilding.
The country was able to go on with innovative and new educational
policies faster than her neighbors and was able to spend time investi-
gating new approaches and systems in education. Realizing that
10
See Footnote 4, page 163.
n
"The common jest among teachers in Scandinavians that
on any
educational problem the Danes are giving it serious
thought, the
Norwegians have a commission at work, and the Swedes
have two c
missions and a research team! (p* 140) (8)
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their elementary system and gymnasium system was not truly a demo-
cra^ c system, Sweden created the Grundskolan, a nine—year program
offering education, in the same building, for ages seven through
sixteen. Those that want to continue their education for university
or vocational preparation could do so after the ninth grade and those
that no longer wished to continue school after the ninth grade could
do so
.
Teacher training is also undergoing a reorganization in order to
keep up with the Grundskolan. However, there are no plans to increase
the number of hours devoted to the teaching of the Swedish language,
which are at a minimum according to some reading educators. Instead,
inservice and extension courses have been increased to prepare the
classroom teacher in remedial reading or special education. There is
also the opportunity for the experienced teacher to attend a one-year
course and receive a certification in Special Education at the
Stockholm Teachers' College, Special Education School.
Methods, like in Denmark and Norway, are synthetic. Whole-
word methods are used with irregular words or with children that need
special education. Swedish teachers, while using the synthetic
approaches, such as phonics, are aware of the analytic approaches.
Games and additional materials or aids are plentiful as well as
audio-visual equipment.
Remedial reading education is given either in the classroom
or
in a clinic within the building or school. There have
been no
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separate reading clinics outside the school since 1970. Sweden,
like Denmark and Norway, does not believe in the separation of the
child from the normal class. However, the complaint heard most is
that since the dissolvement of the outside reading clinics and the
integration of remedial reading students in the normal class, there
is a lack of trained personnel. This is probably because there is
only one special teacher training college in the country.
An unusual feature of the Grundskolan is the compulsory study
of English from grade three. In some schools, children are taught
spoken English in first and second grades. Methods used in teaching
English are analytic: whole-word and whole-sentence. Ethnic respect
is also given to minorities by allowing them time to study their
mother tongue during school time. This is especially true for the
Finnish children.
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CHAPTER VII
SWITZERLAND
Education
Switzerland is the antithesis among nations with the problem of
dual or multi-languages. A country of twenty-five cantons, it
nevertheless politically transcends its official languages for an
efficiently balanced government. Variety of language perhaps has
made the Swiss more alert to the sensitivities of a poly-lingual
Europe. In education, the goals of students and educators remain
the same: the citizens of Switzerland acknowledge the importance of
education as an important form of political and economic survival of
their country.
Besides the diversity of three or four languages in Switzerland,
there is even more a variety of educational policies and legislation
concerning education. There is not only diversity in educational
policy but also in teaching systems, curriculum, and instructional
manuals. There is no national ministry of education. The twenty-
five cantons are autonomous. However, Article 27 of the
Constitution of 1874 does state that "the cantons provide for ade-
quate primary education . . . under the control of the civil
authority. Such education is compulsory and, in the middle schools,
free." (p. 5) (6) The directors of the Cantonal Education Departments
meet once a year to discuss common problems and are continually
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discussing plans for inter-cantonal agreements to coordinate school
problems. (6)
Although the twenty-five cantons differ greatly in educational
policy, there are principle features of Swiss education which can be
found in most of the cantons. Pre-school (nursery or kindergarten),
if available, can start from age three to age six. Primary education,
depending on the canton, varies from ages six to sixteen. Secondary
education could start at age fifteen and go up to age twenty. In
general, primary education usually begins at age six or seven and
secondary education terminates at ages eighteen to twenty, depending
on canton laws. Students, however, may leave at ages fifteen or
sixteen. (6)
The length of primary school education varies among the cantons.
In Zurich, it is six years and in Basel, it is four years. After
primary school, the child enters secondary school if he is qualified
for higher education. If the child is not considered for an academic
education (Gymnasium)
,
he can enter into a vocational training period
Basically, there are four types of Swiss secondary schools: lower
secondary (Sekundarschule) which includes the higher elementary
grades in some cantons, "Incomplete" maturity (Realschule) , maturity
(Gymnasium), and "technical-maturity" schools (Handelsschule or
Lehrerseminar) .
^
1
These are German titles. French-speaking Switzerland would
have their French titles.
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For those not attending the Gymnasium, there is the "people’s"
school (Volksschule) which is a sort of continuation of the
Sekundars chule
. From the Volksschule, the student can continue into
the Handelsschule
. These are the students who will eventually become
skilled workers. The Realschule will have students that will become
technicians or semi
-professionals
,
a "step" above the skilled
laborers. The students of the Realschule will attend specialized
schools and some may even transfer into the Gymnasium. Those attend-
ing the Gymnasium or maturity" school will attend a university if
they successfully pass their "maturity" examination. Teachers
attend the Lehrerseminar or "technical-maturity" schools. 2
In one sense, Swiss schools are ’goal’—rather than
'child*—centered. The requirements of the university
determine the maturity school course. ... At the
same time, 'child* centeredness comes in through the
diversity of secondary school types. (20)
In the canton of Zurich, school starts in April, while in other
cantons it may start in the fall. (8) In Zurich, a child must attend
school nine years. The summer holiday usually starts in the middle
of July and lasts for four or five weeks. In Zurich, pre-school
instruction is optional. There is no pre-reading program in the
kindergarten. French-speaking Switzerland, however, offers a pre-
reading program in its nurseries (kindergartens). In the primary
grades, the students stay with the same teacher for their first
Teachers for primary schools and certain lower secondary
classes.
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grades, the students stay with the same teacher for their first three
years and then another teacher for the next three years. Special
education is provided for handicapped children either in special
classes in the public schools or in separate institutions, either
public or private.
Language
Because of historical differences, Switzerland has three
official languages: German, French, and Italian; and it has four
national languages: German, French, Italian, and Romanish. Approxi-
mately seventy percent speak German, eighteen percent speak French,
ten percent speak Italian, and two percent speak Romanish. (21)
German-speaking Switzerland has a native language of Swiss
German (oral) and a reading language of High German. Swiss German
(Swiss Deutsch) is spoken by all social classes but only High German
(Hoch Deutsch) is read. (15) Radio and television programs are in
High German and High German is spoken in the gymnasium and university.
(8) While the oral or native language is Swiss German, children are
taught oral and written High German from first grade. Both languages
are not phonetically identical. Written language is a foreign
language to children and a new language with its own grammar. There
3
is, for example, no past tense in Swiss German. (8) There is
^While observing an inservice course for teachers in Basel, the
instructor, realizing my "limited" knowledge of German, told his
class that he was going to lecture in High German for my benefit.
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confusion between High German and Swiss German in the pronounciation
of the consonants "d" and "t". In High German, "Tante" (aunt) becomes
Dante in Swiss German. "Tach (roof) in Swiss German is "Dach" in
High German. This is a particular problem in Zurich, as is the
pronounciation of "b M
,
"p"
,
"g", and "k".^
Teacher Education
Students entering a college of education in the canton of Zurich
after completing their nine years of public education pay no fee.
Their course takes five years. After the first four years, the stu-
dents take their exams that qualify them to continue the fifth year.
A student cannot teach after the first four years even if the exams
are passed. The fifth year must be completed to qualify for teaching.
At the end of the fifth year, the students receive their diploma
4qualifying them for teaching in a primary school. (20)
There are special teachers’ colleges for teacher wishing to
specialize in special education. On completion of these studies,
teachers are given a diploma in "remedial pedagogy." There is no
speciality in "reading." (6, 17) Inservice courses are offered to
teachers in special education and after completing a certain number
of inservice courses, teachers may be able to obtain a diploma in
remedial pedagogy. This inservice program may take from four to six
^Children in Zurich are allowed two years to learn High German.
It becomes the compulsory language from third grade. (20)
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years, including classes during teachers’ holidays. Interestingly,
there are no courses or teacher training colleges for elementary
administrators. There is no such post as a salaried principal in
the elementary school. There is a "principal" who is usually
elected by the faculty that represents the faculty at certain meet-
ings, collects information, greets visitors (if not teaching), and
other such non-administrative duties.
Teachers in the elementary level through evening studies or
sabbaticals can professionally advance themselves to teach in higher
level schools, such as a Gymnasium.
A teacher in the elementary grades from Geneva would not be
able to teach in Zurich. This is not because of the language dif-
ference but because of differences in diploma qualifications. A
teacher that is certified in one canton, even if the language is
the same, is not certified in other cantons. ^ (17) This restriction
does not necessarily hold for Gymnasium or university instructors.
At one school I observed, the teacher—during an interview
—
excused herself rather hurriedly because she had just remembered that
she was "principal" that year and had to attend a meeting.
^Admiral H. G. Rickover in his controversial book, Swiss Schools
and Ours: Why Theirs Are Better (Little, Brown and Company, 1962),
states that "practice teaching certificates are usually accepted
throughout the country." (p. 37) The Admiral must be talking about
secondary or academic (Gymnasium and university) teachers. All
elementary or primary teachers interview'd in this study in forme :
me that they (in the canton of Zurich) could not teach in any other
canton throughout Switzerland. Exceptions are made, they admit, but
this certainly is not "usual."
203
Methods
Although some cantons do prescribe a reading method, the canton
of Zurich allows its teachers to choose. Teacher training colleges
do not give preference to one method or another (in the canton of
Zurich). (17, 21)
The analytic methods became popular about fifteen years ago,
but they may be replaced by other methods or combinations of methods.
In a German study (1962) on textbooks of the post World War II years,
1945-1961, it was discovered that more than fifty percent of the
P^iinsrs from Germany, Austria, and Switzerland were based on analytic
methods. In a 1964 study made of sixty-one primers from the same
countries, seventy-four percent were based on analytic methods. 7 (5)
There are teachers that use three methods in the classroom,
Q
according to the child. The synthetic seems to be the best method,
according to some teachers, for children with reading difficulties
although this method could bore the brighter child. The analytic
method may confuse the child having difficulty to read, so a combined
7
Some Swiss educators consider the analytic method too late when
the child enters school. (17) Some consider the analytic method not
appropriate for special or remedial education. (8)
O
The usual approach to the first class in their first reading
lesson is to use a picture, for example of a cow. The teacher will
ask the class, "What is the sound of the cow?" They will respond with
"mooo. " This gives the teacher the consonant "m" to start with.
After introducing the first consonant, the first vowel is then intro-
duced. A phonic card system is usually used throughout the intro-
duction of letters. (4)
204
method is sometimes tried—there is stress on the word but a single
letter is initially introduced. (4) In a popular teacher's manual,
Kommentar Zu Den Leselehrgangen
,
teachers of both the synthetic and
analytic methods are encouraged to use the book as "it can appeal to
both. ' (2) In the teacher's manual, the instructor is encouraged to
find a "middle" method. This seems to be a combination of methods,
although it does admit that "middle" is rather a vague term. The
authors of the manual admit that even teachers cannot really say
which method they use because the boundaries of both methods are
themselves rather vague in today's teaching. What is more important
than the method is the teacher himself or his personal way of work-
ing with that particular method. It is also impossible, they go on
to say, to look at a primer and determine which method is exclusively
used impossible to prove which method is best.
The methods used in the three primer books illustrated in
Kommentar Zu Den Leselehrgangen have basically a common element. They
go from the whole to the part and from detail to building a new
whole—an analytic and analytic-synthetic method. (2) In the first
primer, Wir Sind Alle Da , the methods seem synthetic but there are
"sounds" that the students can take out of the whole. This book is
issued the first week of school.
Other methods are used that have been created by experienced and
gifted teachers. These teachers have studied what motivates
the stu-
dent and they have used synthetic, analytic, and eclectic
methods.
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Bild und Sprache
One teacher in Zurich has had her unique method published.
^
It is her philosophy that drawings can be expressed by children more
easily than they can write. She claims that drawings bring out the
child's creativity and personality while formal schooling destroys
it. In this bild und sprache" method, children can see how their
drawings are put together. This pre-reading program will allow
these children to understand how symbols/letters are put together
to make words. Their creativity is not only a purpose but a way to
understand.
Drawing makes the child work much more interestingly with things.
These "things" are more impressive than words because the child is
familiar with them. The child is proud of the things he makes, he
gains self-confidence, and these "things" have and give an emotional
value to the students. The child takes a symbol out of the direct
world, like "house," because it has an emotional effect, not a
superficial one. It has meaning to him. The general idea is the
"house" and then the child analyzes it: roof, windows, doors, etc.
The child's drawing has relevance to him while a textbook may not.
If the child draws the house, he then should be able to see the word
"house." He sees that he has drawn the roof, windows, doors, and
then he begins to analyze the house. The drawings, then, lend
^Weidmann, Gret, Bild und Sprache, Elementar-lehrer-Konferenz
des Kantons Zurich (pubs.), 1971.
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themselves to the whole-word method. Actually, the author of the
bild und sprache" method calls her program anti-routine. She wants
students to go out and "touch" things. They can express in drawings
more than they can express in words. In her forward to her book,
the author tries to encourage the teacher, not the child, to first
try this method. She believes that many teachers would like to try
this method but do not have the confidence
,
^ or they are simply
afraid to try it. The author wants the child to put his daydreams
down on paper in art form—the argument being that since he cannot
write it, he can draw it. This method, according to the author, also
develops the intellectual mood or creativity of the child. The
medium, such as drawing materials, should change with the times,
from crayons to felt-tip pens. Children are very conscious of new
printing media because of advertising and trends. The "Bild und
Sprache" method should not be restricted to primary schools but could
be used in all types of schools and as a remedial program. (24)
The combination of art and letters is not a new method. It is
used in other forms throughout the canton of Zurich. This investiga-
tor has seen it used in the Rudolf Steiner schools and even in a
school for the retarded in Basel. It is used, to some extent, in
the primary schools, although not as an exclusive method in reading.
Teachers in the canton of Zurich do have a choice of methods
and books but the concern now is the confusion the child may
10
0r "guts" as my translator put it!
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experience if the family moves from one area to another in Zurich or
other German-speaking cantons. 11 (17)
Special Schools
The "Kindergarten Wiedikon" has children aged six through nine.
The children are of normal intelligence but have hearing, speech and
reading difficulties. It is not a boarding school, but the children
are bussed in from all over the city of Zurich to the school, located
in the center of Zurich. The "Kindergarten" school was originally a
primary school, but as the area was replaced by office buildings,
the school population dropped to a point where the school had to be
discontinued. Instead of eliminating the building altogether and not
selling the site, the city created a special school. (8)
The students go through the same subject matter in the same
period of time as normal school. In math, they use normal books,
but in language classes, a special program has been developed by the
school. Miss Esther Gygax, a leading authority on reading disabilities
in the canton of Zurich, has created, with members of her staff,
many tests, exercises, and programs for these children. (8) As is
the policy of primary schools in Zurich, there is no headmaster at
11
The first seminar of the Swiss National Reading Association
was conducted in Bienne in February, 1974. It was devoted to the
assessment of teaching reading methods. The first issue of the Swiss
National Reading Association, Lire, Lesen, Leggere , has also recently
(1974) been published. (12) The title is printed in the three offi-
cial languages; French, German, and Italian.
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the school. Frequent meetings among staff members encourage the
exchange of ideas, methods, and programs. The teachers of this
school all have the special qualification of remedial pedagogy, and
they all have specialized in the teaching of the deaf and speech.
Children enter the school in April and do not receive books until
Christmas. The aim or goal of the school is to allow the child to
read what he wants to read and understand what he is reading. This,
of course, depends on the intelligence of the child and the collabo-
ration of the parents. (8)
Since the child with reading difficulties usually cannot grasp
the analytic method, the synthetic method is used at the school. The
child begins with the letters and then the word. For the three
classes in this school, one, two and three, the average number per
class is thirty five. In a "parallel" type teaching, half of the
class comes in the morning and the other half comes in the afternoon.
Classes have one to two hours of reading per day. (8) The teachers
of Kindergarten Wiedikon work with students from normal schools after
school hours. These students come from the regular school for
individualized remediation.
One student, Thomas, comes to Miss Gygax once a week after school
for individualized help. He uses a cassette recorder for homework
which is checked by Miss Gygax. Thomas' problem is in spelling.
Miss Gygax has the boy use the "Profax" self instruction-correction
machine. In this particular lesson, Thomas is doing the double
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letter exercise. If the word has a double "s", he puts his pencil
through a hole. If he is correct, the pencil goes through. If the
answer is wrong, the pencil will not go through the pad but leaves a
mark. The paper then can be studied for further remediation. Thomas
reading Eighty Days Around the World with Miss Gygax. He reads
the story with the aid of a simple tachistoscope that Miss Gygax has
made for him. He reads line-by—line as Miss Gygax moves the card
line to line, trying to increase his reading speed. The book is in
High German, which presents another difficulty for Thomas.
A game of paired-cards is played. This is a game of pictures
face down in the form of a deck of cards. Words are printed on the
top side. Thomas must pick out pairs of the same words and then
check the pictures to make sure that they are similar. The game is
played by both Thomas and Miss Gygax.
Miss Gaby Kesser, at Kingergarten Wiedikon, works with individual
students in the speech/reading clinic at the school. One student
observed was a nine-year-old girl who has difficulty discriminating
High German and Swiss German consonants. Miss Kesser starts her with
acoustic discrimination exercises. The girl is given a drum and told
to repeat the sounds she hears, loud and soft, from two rods. Now
the teacher uses the drum. Instead of trading the rods with the
girl, she gives her red and yellow figures. The red represents
"loud," and the yellow represents "soft." Miss Kesser uses the drum,
and the student places red and yellow figures in proper sequence.
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After this exercise. Miss Kesser makes two squares on the floor,
red and yellow. The girl jumps into the correct square according to
loud and soft sounds from the drum. ( 13 )
One difficulty of the child is separating the "d" and the "t",
as they do not correspond in High and Swiss German. Miss Kesser has
the girl repeat the "d" and the "t" consonants in front of the mirror.
She gives the girl a piece of paper to show how the "d" and the "t"
disturb the "wind." The girl becomes excited when she realizes that
the "t" pushes the paper. On a piece of paper, Miss Kesser writes
vowels in combination with the "d" and "t". The "t" is printed in
red and the "d" in yellow. The student reads the combination of
consonant and vowel. Using a series of cards with pictures, the
teacher asks the girl to identify the illustrations. They either
begin with "d" or "t". As the child identifies the cards, she places
each card beginning with "t" under a red stick on the desk and places
cards beginning with "d" under a yellow stick.
On the blackboard. Miss Kesser prints a red "t" and a yellow
"d". The student writes the word suggested by her teacher under the
proper consonant. These words all begin with d or t , in High
German. Miss Kesser then covers up most of the letters of the words
except for the initial consonant and vowel and asks her student to
read them. Holding up either a red or yellow figure, the girl
identifies the words she has written with either color according
to
the consonant and repeats the word to her teacher and
the consonant
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to herself. The reading exercises become more challenging. Six
words are presented to the student. Each word starts with either
"d" or Mt "> but the consonant is missing from the word. The girl
has to read the word with the missing consonant correctly and then
place the card that begins with "t" under the red rod and the "d"
words under the yellow rod. As the child pronounces the word, she
places her hand in front of her mouth to "feel" the difference
between the "d" and the "t". Questioning Miss Kesser, it was found
that this girl has had very little experience in reading High German.
She received no help from home. Miss Kesser works with her twice a
week for twenty minutes.
Parents are instructed on how they may aid the dyslexic student,
especially if there is no opening in a special school. If the stu-
dent needs special remediation, he will go, on free time, to the
home of a remedial specialist for a lesson; or if the specialist is
a full-time teacher, the student will go after school, like Thomas
was going to Miss Gygax. Thomas' parents do not have to pay for this
private tutoring, only for equipment. An extra salary is paid for
special classes, possibly two thousand francs per year, and teachers
are paid for after-school tutoring.
Schulhaus Friedrichstrasse , Zurich
In a special class for discipline problems at a school outside
the City of Zurich, the language experience approach is used.
Miss Zindle has a second grade class of six students ages eight to
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ten. (Most of the children come from homes where the parents are
divorced.
)
Since the language approach is used, the children read their
homework to the class, as they have written the stories at home.
They had discussed the theme for homework the day before. Their
stories are written in High German. Their classwork is based on a
story, "Vom Schlafenden Apfel," that they had been reading in class.
The students come to the front of the room with their class work on
that particular story and are assigned roles from the characters of
the story. What follows is an enactment of "Vom Schlafenden Apfel."
These second-grade students also illustrate their stories that they
write in their notebooks.
In the same school, Mr. Ostertag has fifteen students in the
fifth grade. They are eleven and twelve in age and are considered
"retarded." However, Mr. Ostertag does not go along with that label
but states that these children are just slow or retarded in reading.
(18) The class has read the German translation of Tom Sawyer and is
planning to act out the fence white-washing scene. Their teacher
narrates the story and the students perform. After they "white-wash"
the classroom windows, they continue with the story at their desks.
Mr. Ostertag places two chairs in front of the room. A student
sits on one and Mr. Ostertag on the other. At this point, the stu-
dents have put away their books. The student who sits next to
Mr. Ostertag reads to the class. Mr. Ostertag corrects the student
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as he reads, and there seems to be no embarrassment or frustration
from the student nor is there any comment from the rest of the class.
Questions on comprehension are asked the class on the boy's reading
selection. The students answer in Swiss German.
However, their next lesson is practicing High German orally.
They also copy High German phrases that Mr. Ostertag writes on the
board. During this lesson, they "must" speak High German and place
the phrases in their notebooks. Mr. Ostertag checks these books for
handwriting. Some of the sheets of the notebooks that the students
are writing on have partial sentences, or the beginning word of the
sentence. The students have to finish the story by making suggestions
and then agree on the ending, which Mr. Ostertag writes on the board.
The students would then copy this ending into their notebooks. He
goes about the room checking their work and offering compliments.
In the same school system, but at a different location, is the
speech and reading clinic for students who need individual remedial
help. (19) At this particular session, Mrs. Pfenninger, the
clinician, was working with a girl of ten years on the "sch". The
girl "writes" it out with her finger first and then the clinician
hides a letter card that has "sch" printed on it under a handkerchief.
The child has to place her finger on the handkerchief and trace the
letters "sch". She must pronounce the letters phonetically and write
the "sch" in the air with her finger. She is then allowed to lift
the handkerchief, look at the card, and again pronounce "sch". Given
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a piece of graph paper, she prints "sch" and then goes to the black-
board to write the "sch" again.
Using a tachistoscope method, the clinician places vowels on a
of paper next to the sch and has the child pronounce each
"sch" plus the vowel. There are vowel-sch, vowel -sch-vowel
,
and
sch-vowel combinations. She then introduces the letter "s" into the
lesson, which brings a s-vowel-sch-vowel combination. After practic-
ing on this new combination, an illustrated large-type book is used
that has many "sch" combinations. This is the practical follow-up
of the lesson.
Spracheilschule
,
Stafa
The Spracheilschule at Stafa offers programs for German-speaking
children with learning disabilities. Students reside at this insti-
tution and receive special education in speech and reading. These
students have difficulties in pronouncing vowels, their combinations,
and certain consonants. The vowels that give these students trouble
are "a", "b", and "u". "Au" and "ei" have the same pronunciation
,
so they must be memorized. The consonants "g , k , and ch also
present difficulties in pronounciation. Tz and z are pronounced
the same, but after a vowel "tz" and after a consonant, it is always
it is a short vowel before all double consonants like tz and
"ck". (9) Probably one of the most common difficulties
children
have is the pronounciation of "ie" and ei .
A seven-year-old child could not read before he came
to the
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Spracheilschule
. Using recordings of music, the clinician tries to
control his rhythm. The boy takes a red marker and scribbles over a
sheet of paper. He then takes a magic-marker in each hand. Because
of his difficulty in using two hands, this becomes a goal in his
training. The clinician has to get the child to be bi-symmetrical
in his drawing of the same pattern for both hands. Then the child
scribbles the same on the blackboard with chalk, always in the left-
hand position. The washing of the board is done the same way.
As the recording of a rhythmic piano selection continues, the
boy is encouraged to do the same on the blackboard making a pine tree
using both hands. After the tree drawing, he practices the upper
and lower case Mw". The boy trembles as he makes the letter. From
this practice session, it was not too difficult to ascertain that
the boy had difficulty in writing, his letters being generally mis-
shapen. He did not seem to have any difficulty reading.
Each child at the Spracheilschule has a private half-hour
instruction at the clinic every day. The instructors use normal
books, although there are special books for "legasthenic" children.
(23) The instructors have taught normal school, so they do have
knowledge of children's books, although they admit that it is not
the book or method they use that can help remedy the problem but
the time involved. (9)
Rudolph Steiner Schools
There are approximately one-hundred private "Steiner" schools
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throughout the world and ten of them are in Swizerland. Created
by a most unusual man, Rudolph Steiner, in the latter part of the
nineteenth century in Germany, these schools were multiplying and
were successful among the middle and upper-middle class intellectuals
of that country until the Nazi influence began to infest the educa-
tional system of Germany. The schools were shut down because of
their refusal to incorporate Nazi philosophy. Many of the teachers
managed to flee the country to other parts of the world where they
established Rudolph Steiner schools. (10)
The "Steiners" are concerned that the child should learn to read
at a later age than in the public schools. They claim that there is
a danger in teaching the child to read too early. As long as growth
continues in the first seven years of the child, nothing should
disturb that growth until his "second set of teeth appear." The
Steiners consider this the end of the development of the child's
organs. If he learns to read, they argue, before the teeth are cut,
his life-building forces will weaken. Even if the child wants to
learn to read before his second teeth, he must be diverted. (1)
Steiner sees danger in teaching a child "little signs" such as
a, b, c, d, etc. These symbols, he claims, have no relation to the
child's inner life, because "between the age of teeth and puberty
the child is an artist ... a being of religion." (p. 40) (22)
Art, then, becomes an important form for the Steiner child.
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The child perceives some shining, radiant object with his
eyes, and receives an impression. We fix this by a draw-
ing that represents the impression of radiance, and this
the child understands. If the child strokes a stick from
top to bottom and then makes a stroke on the paper from
top to bottom, he also understands what it is about. I
show him a fish and let him follow the general direction
of the form; then the front and back-fins which cross this
direction. I draw the general direction of the fish form
and then this line across it, and say to the child: 'Here
on the paper you have something of the fish; you have got
the fish here. ' And then I go into the inner experience
of the word 'Fish.' It contains the ' f '
.
This I also
draw, by a line crossed by another line, and thus obtain
a picture for the sound with which the word 'fish' begins
from out of a felt experience of the child. In this way,
I can let the whole of writing develop, not only an
abstract copying of the signs as they are today, but by
handling the things that arise of themselves out of the
drawing-painting, the painting-drawing of the child. Thus
do I derive writing from the drawing-painting, the painting-
drawing. I am then working with living picture forces.
(p. 44) (22)
The Steiners do warn that a teacher can overdo painting and
drawing and caution the abandonment of the intellectual for the
pictorial. If the teacher overstrains the pictorial, the child may
get into disorder and become "congested."
Therefore, a teacher . . . will be careful to develop
writing out of painting and drawing . . . until the child
is able to write down what he inwardly experiences as
word or sentence. • • • Reading is easy to teach, if
writing has been developed to a relatively perfect stage.
(pp. 64-65) (22)
After the teacher has created a story in which the letter is
created, it is sometimes left dormant and not used again
until after
a holiday. Then it is used in its actual shape and
in words, usually
the student's name. The Steiners do admit that
this method does take
longer than conventional methods.
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Steiner likens the role of the teacher to that of a priest, and
the education of the child to a religious order. Being a sort of
Christian mystic embued with Teutonic mysticism and methology, Steiner
considers his educational philosophy that of the "highest sense the
inner nature of man which is bounded by his skin." (p. 39) (22)
Steiner also introduced the gesture for letters and words
involving the body, eurythmy. He wanted the child to experience
sounds with his body. Music is used to help bring out the creativity
13
of the child. Live, not recorded, music is used. The eurythmy
class has a trained teacher. Students solemnly walk to their
eurythmy class, which is usually the school gym, dressed in white
togas. They form into a circle with their teacher who begins to
recite a poem with the accompaniment of the pianist. As she recites,
the class express themselves with hand and body gestures. It seems
to elevate the beauty of the poem and expresses the feeling of the
poet perhaps more than just the reading of his poem. (10)
Children start with capital letters at their first class. It
is easy for the child then to work or transfer to small letters,
according to the Steiners. The children write their own stories
^The Steiner teacher remains with his class eight years and
rarely assigns homework, so the child can develop his own
activity
or interest.
13Educational machines and audio-visual equipment in
general
are not used in Steiner schools. Nothing artificial
is allowed. I
was not permitted to use my recorder for interviews
nor record any
classroom activities.
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based on the development of their imagination and they read the
stories they have written. They use colored pencils for their letters
and make their own illustrations for the story. In science, the
experiments are drawn, and no books are used. Art is one of the
creativities of the mind, therefore, it goes with all subjects,
according to the Steiners.
Speech training is very intensive and starts every day in the
morning. The teacher wants the child to listen and to learn pro-
nounciation from imitation. Twenty minutes of recitation are
allotted before the letters are started.
At a Steiner, school in Basel, a sixth grade class was doing a
play in English. Imagination and not being afraid to express one-
self was stressed. The teacher wants the student to understand the
emotional feelings of the character. A student will be called upon
to play a different character several times during the "rehearsal."
(14)
Testing
The city of Zurich has created its own test, Zurcher Lese-Test,
and it is used by psychological services. It tests achievement in
reading through words and text and is used in the primary grades.
There are several "unclassed" tests, including one on vowels
(Vokale)
,
for speech/reading problems (Sprachstorung) . (16) There is
always an
informal testing done by first-year teachers in the
schools. The
teachers usually find the weak readers through their
testing.
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At the Basel Speech Clinic (Logopadischer Dienst Basel-Stadt)
,
children are referred by the teacher for diagnosis. After the
diagnosis, a remedial reading program is arranged. The child, there-
fore, must accept the program established by the remedial teacher.
If the parent does not accept the diagnosis of the clinic, the child
can be sent to another diagnostician or physician for a second
opinion. These diagnosticians must contact the Basel clinic with
their findings or diagnosis. (3)
Children referred to the Basel Speech Clinic take a very thorough
diagnostic test of which the first part is an exhaustive auditory
examination. The tester drops an object on a table and covers it with
his hand. The child is told to turn around away from the table and
is instructed to tell if the same object has been dropped the second
time. The tester walks to different parts of the room and whispers
to the child. Another test has the tester beating the table with
hard and soft sounds, and having the child imitate those sounds.
Turning to the blackboard, the tester instructs the child to place an
"1" on the board if the sound is hard and an "o" if the sound is soft.
The tester claps his hand to simulate the soft and loud sounds. Next,
the tester introduces the consonant "d" and tells the child to place
an "1" in front of the "o" to become a "d". The "d" and the "t"
sound is distinguished by a game of pointing out the "d o d o"
or
»
t o t o" word on a card. The child next uses an
xylophone-type
instrument and duplicates the loud and soft notes of
the instructor s
instrument.
221
The child is also required to identify familiar sounds, such as
the cutting of paper by scissors, a pencil being sharpened, or a
match being lit. He also must be able to discriminate sound by lis-
tening to three model cars being pushed across the table. He must
tell the tester which is loud or soft, do they go up or down and in
what noise order. Items, such as stones, are placed in tin cans. The
child must separate soft from loud sounds and find two the same.
There are twenty cans in this test and ten pairs that sound the same.
He must find all ten pairs. The strength of metal pieces is observed
and reported to the tester. Four different sizes of metal with four
different sounds, because of their weight, are dropped for the child
to listen. The child is given a similar set of the four pieces of
metal and has to duplicate the tester's "drop order" according to
sound.
Relevance of Reading Material
For German-speaking Switzerland, "readers reflect the educational
policy and fundamental ideas of the age," according to Professor
Ernst Muller of the Zurich Pestalozzianum. According to others
interviewed, there seemed to be very few books that are relevant to
the lives of children. Most of these books, they claim, for the
primary student are related to "fairy tales. (17)
It was found through interviewing teachers, educators, and even
school psychologists, that they have not given much thought to
relevance in children's texts and literature. Some claim
that the new
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books are relevant, but, then again, they claim some old ones that
still around are not too badj or some take the more positive
stand that children’s literature is related to their life experi-
14
ences in general. (8, 15)
Most cantons publish their own books or get books from out of
the country. For the canton of Zurich, the outside books and related
material would come from Germany and Austria. Even among the German-
speaking cantons, however, there is no book coordination. (17)
Summary
Switzerland, a small country surrounded by world powers, has had
to use her intelligence to survive absorption and invasion in modem
times. Geographically, this country has been blessed by mountain
ranges that discourage invasion. Yet, as isolated as it seems,
Switzerland maintains three legal languages and several dialects.
Even the spoken mother language of the German cantons is not "pure"
or High German but Swiss German. This means that children must learn,
as some claim, a foreign language in school (High German)
.
Cantonal and language restrictions among the cantons make it
difficult for an elementary teacher to teach freely in any of the
"^Visiting large department stores, I was pleasantly surprised
to find the children’s book section just "packed" with youngsters
reading. Some were sitting on the floor while others
were fonnd sit
ting on nearby stairways!
"^Children are not presented High German as a true
foreign
language, however. They have been exposed to
High German at movies
and television programs.
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other cantons other than the one the teacher was trained or received
her training. Students, also, may experience difficulties if their
families move from one canton to another. Although education among
the cantons may seem, collectively, chaotic, there is a yearly meet-
ing of Cantonal Education Departments. Even with these meetings,
there is still a difference in such items as the starting school
age and the number of compulsory education years among cantons. Until
recently, there was no national reading association."^
Like so many other European schools, students can either pursue
an academic curriculum or a technical/vocational career after finish-
ing elementary school. Teachers have usually taken a modified
academic training in the secondary level. While there is no certifi-
cation in "reading education," there is a diploma in remedial
pedagogy. This diploma may be received after training at a special
education teachers’ college or through a lengthy inservice course.
Methods used in the teaching of reading are mostly analytic,
but synthetic and eclectic methods are not discouraged. Teachers'
colleges and teachers’ manuals do not tell the teacher that one
The "Reading Association of Switzerland" was founded in 1971,
but only for French-speaking cantons. Finally, in 1973, the "National
Reading Association of Switzerland" was founded. "Activities
presently planned include regular information on reading develop-
ments ... in Switzerland . . . establishment of working groups on
specific subjects (learning to read at different levels; pathology
of reading; reading and media; libraries) , organization of study
sessions and seminars, and the publication of a regular information
bulletin and of occasional research papers and other materials relat-
ing to reading problems." (11)
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method is preferred over another, but when approximately seventy-four
percent of reading program texts follow analytic methods, the teacher
is sometimes left with little choice. Teachers are encouraged to use
their own methods and if they have created an innovative method
worthy of publication, the entire school may agree to use that pro-
17
gram.
Special schools for reading and speech difficulties have been
established in Switzerland as well as special classes in normal
schools. The teachers in these special schools and classes have
diplomas in remedial pedagogy. Although not a special school in the
sense of remedial pedagogy, the Rudolph Steiner schools in Switzerland
are concerned with the beginning reading age of a child and will not
start formal reading until a later age than most canton schools.
Their method of introducing letters is through art in fable and
mythology.
Informal testing is done during the first year by teachers in
the schools. Other testing is done by experienced diagnosticians
either at the school or in the offices of psychological services or
speech clinics.
^This will also be noted in Japan. (See Chapter XII on Japan.)
The fact that there is no principal in the primary
school also helps
facilitate innovative changes. The primary teachers
get together
and will study the new program and decide if
the school will use it.
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CHAPTER VIII
ISRAEL
Education
In traditional Jewish society, education is a central value,
and a high degree of literacy is very important for the Jew in order
to fulfill his obligation as a member of his society. In this
society, "literacy was everyone’s legacy.” (p. 51) (26)
The Jewish school system in Palestine started in 1917, after
the Balfour Declaration. In 1922, The World Zionist Council took
over the direct maintenance of the Jewish schools from the Mandate
government. In 1929, The Jewish Agency took control, and in 1932,
Jewish schools came under control of the General Council of the
Jewish Community in Palestine (Va’ad Leumi)
.
(1)
Before the establishment of the State of Israel in 1948, the
Jewish school system was divided into three different philosophies
or ’’trends" of Zionist groups: General Zionist, Mizrahi, and
Histrdut. These groups had virtual power over their schools:
curriculum, hiring of teachers, and even school inspections. This
lack of centralization created many unequal situations among schools,
teachers' salaries, curriculum, and other items related to education.
By 1953, these three "trends" were centralized but their influences
are still felt. (1)
During the first year of the State of Israel, there was no
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Ministry of Education—now called the Ministry of Education and
Culture. The Ministry was formed in 1949, 1 and accepted the adminis-
trative organization of the Va’ad Leumi which was highly centralized.
Also, in 1949, free and compulsory education was introduced. By
1953, the Ministry of Education and Culture began paying teachers'
2
salaries.
At present, the Ministry has decentralized some administrative
functions but keeps its policy-determining functions. 3 (1) Although
the Ministry still holds power in the elementary school system, "it
shares some responsibility for secondary education, particularly
agricultural and vocational, with the Ministries of Agriculture and
Labor . . . .
" (p. 38) (1) The municipalities, such as the city of
Jerusalem, give schools the money for maintenance of school buildings.
The custodial staff is also paid by the municipality. Salaries of
the teachers are fixed by the Ministry of Education and Culture and
paid by the Ministry. Parents can donate, collectively, materials
4for the school.
^The first year of the State of Israel was spent in just
economic and military survival.
2
Elementary teachers only. Secondary school is not free and
compulsory. Any education after the free and compulsory period must
be individually paid for by tuition or fee.
O
Basically, the continental tradition in education, which
includes a centralized administration, still remains. (3)
^This is especially noticed in affluent areas. Similar condi-
tions are noticed in Australia where parent groups can donate equip-
ment.
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Education in Israel is free and compulsory for eleven years.
5
In 1976, compulsory and free education will be increased to twelve
years, including kindergarten. Israeli children enter the kinder-
garten at their fifth year. For the culturally deprived, kinder-
garten may start at age four. Parents may choose between four dif-
ferent schools: general, labor, and two religious schools (state or
religious). (17)
Although it has been the tradition that a child will have the
same teacher for the first three years, many schools are doing away
with this program. This is now decided by what is happening in the
school, ^ the policy and philosophy of the headmaster, the quality of
teaching, and whether the school has a stable or mobile population.
(6) The maximum number of pupils in a class has been fixed at forty
by the Ministry of Education and Culture. Even with a shortage of
teachers, the number of classes with over forty pupils is small. In
1971, eighty-five percent of the primary classes had less than thirty-
five pupils. ^ (11, 18)
Non-Western Students
Parents of many Israeli pupils come from underdeveloped countries
5
It was not free and compulsory in Mandate times.
^Such as curriculum changes, reading programs, and special
teachers.
7
As a result of the October 1973 War, teachers are now asked to
take forty-five students per class instead of the maximum forty. (12)
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in Asia and Africa. In 1967, sixty percent of the first graders in
the Jewish Israeli school system were of Middle Eastern or North
African parentage
.
8
(5) Since the educational system of Israel was
organized along western lines, "these children lack many of the skills
aptitudes and attitudes which are prerequisites for coping success-
fully with a western-type educational system ." 9 (p. 141 ) ( 5 ) There
is certainly no encouragement of the culture the parents left, nor
of the language. (23) Dr. Dina Feitelson of the School of Education,
Hebrew University, says:
... I wish we had half-a-million Russian children. No
educational problems with them, no remedial work
needed . . . Yeminite children, no problem, but North
African children have problems. (14)
In 1963, the Ministry of Education and Culture prepared compensa-
tory programs in order to help pupils of non-Western parents to cope
with the demands of the Israeli school system. Schools that showed
a large proportion of children with a non-Westem background were
given: smaller classes, an eleven-month school year and a prolonged
About thirty percent of Israeli elementary schools are classi-
fied by the Ministry as "schools in need of special support." These
are the schools where the majority of the students are of low economic
status, and thirty percent of these children are immigrant children
from Asia and Africa. (Arieh Levy and D. Davis, "What Can Students
Read? The Level of Reading Hastery in Israeli Schools," Comparative
Education Review
,
T. Neville Postletwaite
,
editor, June 1974,
Vol. 18, No. 2, page 248.)
Q
The illiteracy rate among non-Western Jews was 43.4 percent
(1964); for European Jews, it was 3.8 percent; and for Israeli-born
Jews, it was 2.9 percent.
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school day; intensive group coaching in the basic subjects, special
educational consultants and special teaching manuals; remedial
teachers or reading specialists attached to the schools, and after
school hours enrichment centers. (5) The Ministry also provided that:
... in order to advance and encourage the disadvantaged
pupils whose achievements are inadequate and whose learn-
ing potential requires improvement, special supplementary
programmes are arranged for the afternoon. These include
preparation of homework under guidance, remedial lessons,
fostering study habits and intellectual ability, (p. 1) (20)
The Kibbutz^
Kibbutz primary schools are permitted to have smaller classes
than the public schools, at the expense of the kibbutz. One of the
basic elements of communal education is the maximal development of
the child's creativity and independence. This individual development,
his undisturbed development and happiness, are in the interests of
the entire kibbutz. There is no first grade in the kibbutz school
system. The child enters kindergarten at the age of six and then
learns the elements of reading. At the age of seven, the child enters
second grade. Kibbutz communal education "tries to provide an ade-
quate intellectual basis for a comprehension of the social change
being undertaken by the kibbutz." (p. 251) (24)
A teacher and a matron stay with the group or class for the
entire primary period, ages seven through twelve. Classes are in the
10Collective settlement.
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morning, and after lunch, there are organized activities for about an
hour. The curriculum of the kibbutz school win reflect the concep-
tions and requirements of the particular kibbutz.
Education is viewed as an all-embracing process that aimsto develop the child as a whole. The method of teaching
used to achieve this goal is the project method. It aims
not oniy at the transfer of knowledge, but also at thelinking of the learning process with life. The projects
. . .my deal with such study themes as ’the chicken
coop, migratory birds,’ .... Elementary school
children normally work in miniature farms of their own
under the supervision and guidance of their teacher.
(P. 71) (1)
Lan guage
Hebrew is a Semitic language in origin and is read right to left
unlike Latin script which is read left to right. The language has
thirty—six visual symbols and thirty—two are read in one way only.
Twenty-two of these symbols are consonants, five of these consonants
change their form at the end of a word, and there are nine vowels.
Hebrew vowel symbols are written below the consonant and a few are
written to the side. The correct vowel symbol below the consonant
is most important as it may change the meaning of the word completely.
Children learning to read must use the vowel symbol until they are
proficient in the language in the later grades^ and only then they
may drop the vowels in the sentence. A single word not used in a
sentence must have the vowels.
11
Usually by the fifth grade.
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Hebrew is a highly phonetic language and offers a one-to-one
symbol-sound relationship. "it entails only learning one phoneme
for each grapheme of the Hebrew scripts." (p. 434) (3) Learning to
read Hebrew by a phonetic method is relatively simple after one
masters the range of phoneme-symbol exchange. (2) Although Hebrew
is an ancient language, it was only revived as a spoken language at
the end of the nineteenth century. In 1921, the Palestine Mandate
recognized Hebrew as one of the three official languages in the
Mandate. In 1948, when the State of Israel was established, Hebrew
became the official language of the country, although English and
Arabic are used extensively.
The relative "newness" of the Hebrew language has had an effect
on the children of Israel in relationship to their parents since
"many parents speak Hebrew less well than their children and thus
12
cannot help them effectively in their school work." (p. 438) (3)
In the Arab sections of Israel, the Arab language is stressed and
Hebrew is taught from grade four and English from grade six. (25)
Teacher Training
Teacher training and standards are the same throughout the
country because of centralized operations coming from the Ministry
of Education and Culture. Kindergarten and primary school teachers
train in teacher-training institutes and secondary school teachers
12
For the more recent immigrants.
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in institutions of higher learning, usually universities.
The present establishment of teacher training is the result of
a 1961 report commissioned by the Ministry of Education and Culture
to "examine the existing framework and systems of the teacher train-
ing in elementary schools and to recommend activities and programs
to the Minister of Education and Culture for the advancement of
teacher training in Israel
. .
. (p. 137) (1) Known as the
13Dushkin Committee, its members recommended the extension of the
two-year teacher training course to three years for kindergarten and
primary school teachers. It recommended a diversity of courses so
that teachers could select courses to their interests, especially in
fields they would like to teach. They also recommended that the
teacher training colleges be more selective and establish
Named after Professor A. M. Dushkin of Hebrew University's
School of Education. In the late 1950's, about two-thirds of the
primary teachers were women. Men were reluctant to become primary
teachers because of the low status of the profession, at that time.
The role of the teacher before and during the Mandate period began
to decline after 1948 and reached its lowest ebb by the late 1950' s.
Because of the drastic need for teachers after 1948, almost anyone
with a high school education was allowed to teach. As a result, the
profession became a "joke" in Israel.
^^But not in reading education. According to Dr. Dina Feitelson
of Hebrew University's School of Education, teacher training is still
hindering reading programs. Dr. Feitelson claims that newly
developed methods and studies in reading have not yet penetrated
teacher training colleges. (6) Students can specialize in: infant
grades CK-2) ; junior grades (2—5) ; senior grades (6-8); and special
subjects, such as agriculture, art, music, and physical education.
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prerequisites for entry. 15 During the years 1965-1967, most of the
Committee's recommendations were implemented, including the three-
year program. (1)
Also in the 1960's, the Cohen Committee18 studied the secondary
school teacher shortage and recommended free schooling for the
P^®P^^^.tion of these teachers at Hebrew University and other institu-
tions of higher education. 17 With this free tuition, the Committee
recommended a stipend be given to the students. For this free
education, the new teacher was then required to teach five years in
1 ft
schools assigned by the Ministry of Education and Culture. The
Ministry of Education and Culture accepted the recommendations but
would not accept the figure given for the number of teachers to be
_
. ,
19
trained.
Although primary teachers attend a teacher training college for
three years, they can spend additional time at a university to obtain
15
To qualify for a teacher training college, an applicant must
have a secondary school diploma with a major in academics and pass
the admission examinations.
16
Named after Chaim Cohen, Chief Justice of the Supreme Court
and Chairman of the Committee.
17Six-hundred at Hebrew University and the four-hundred at other
institutions of higher education.
18
For a similar plan, see Chapter .XIII on Australia.
19
Reduced to one-hundred. Normally, secondary teachers must have
their Bachelor's Degree and then enter a two-year preparation program
prior to teaching.
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their special education classes. Teachers of special education can
also be trained in teacher training colleges. There is also an
inservice training program lasting one year. Teachers who have
special education training receive an additional ten to twenty per-
cent to their basic salary. (20) There is, however, no certificate
in reading or remedial reading, just a primary education certificate.
The intensive inservice training program for teachers in the
lower grades includes the services of special educational consultants
who meet with them, help them plan, and visit the classrooms. These
consultants also devise new teaching approaches and materials and
help the teachers experiment with them. (5) Teachers can also take
special inservice courses during the summer break and during the long
vacations on Hannaka and Passover. (23) A teacher working on prepara-
tion for a remedial reading position is placed in a remedial class as
an aide. This "aide" can be a highly trained and experienced
teacher. Para-professionals are not encouraged. If schools have
para-professionals, they are not salaried.
Methods
The traditional way to read Hebrew was to first learn the name
of all written symbols and sometimes the grammatical rules. This can
be likened to the alphabetic method. After mastering those steps,
the student learned to combine each consonant with each vowel, a
process that involved over two-hundred possible combinations. The
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student then learned to sound phonemes while looking at graphemes.
Words were decoded and then the student went on to study the Bible.
(3) In one Hebrew scheme, a child can go through all possible
Hebrew combinations in twelve weeks. (4) Most of this process
involved long hours and mechanical repetition of meaningless drills.
Since the Bible is one of the main subjects taught in Israeli
schools, it is important that the child achieve satisfactory
independence in his reading level by the end of the first grade.
From second grade, about three or four periods a week are Bible
readings. Children must comprehend every word and this offers a
challenge for even the most able child. (3)
By the 1940’s, a reform in the teaching of reading was needed
and the alphabetic rigid approach was dropped as "the child and his
own interests became the focal point for all teaching." (3) By the
time of the establishment of the State of Israel in 1948, this center-
of-interest approach became widely accepted. This whole-word method
introduced the phrase to the child, and the child was able to pick
out single words from the phrases learned and make new ones. The
method assumed that children are not interested in analyzing words
as this may "deteriorate into formal drill." (3) About twenty years
ago only the whole-word method was permitted, and until fifteen years
ago all the books were based on the whole-word method. Studies
before 1950 showed only reading failure in the very poor neighbor-
hoods, which in those days were in the minority. The immigrants to
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Palestine in the 1930' s and the 1940* s were mostly middle class.
With mass immigration, especially from North Africa, the whole thing
exploded. Now fifty percent of primary school children fail in read-
ing. (6)
This started a re-thinking in the 1960's for a synthetic-
phonetic approach. The global or analytical method of teaching read-
ing was found to be unsuited for immigrant children who had no
knowledge of spoken Hebrew. (25) The whole-word method was found to
be not only difficult for the immigrant child from North Africa and
Asia but for any culturally deprived child. Blame was placed on the
teacher for so many reading failures, because the teachers were
trained in the big cities and perhaps received their student teaching
in affluent areas. They learned the whole—word method and received
positions in a poor village where the whole-word method was not
practical. Surprisingly, the most systematic methods were accomplish-
ing better reading results. The phonetic methods, once only used by
the poorest teachers, were relatively successful. (6)
According to Mrs. Devora Lifshitz of the Teachers Training
College Levinsky, not all children would be restricted to the phonetic
methods. While it may be the best method for the Oriental child or
the culturally disadvantaged child, some children continued with the
global or whole-word method. (.14) From the point of perception, it
is very difficult to see a word as whole because of all the small
parts (vowels) beneath the consonants. They do not fit into the
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whole. Therefore, according to Mrs. Alisa Hirsch of the Ministry of
Education, the global method is not advisable for the remedial or
slow student. (9) Dr. Dina Feitelson of Hebrew University claims
that Hebrew is a writing system unsuitable for the whole-word method
because in this language one must pay attention to minor details.
A child cannot discover these minor details by himself. He has to
be taught. Once he knows the possibilities, he cannot be mistaken
again. (6)
Because some children were bored with a phonetic approach, a
different method was started a few years ago in which one starts
with a word and immediately analyzes it, somewhat like the global
method but not quite. The children start, for example, with the
girl’s name "Dana." They manipulate with the word. "How did it come
to be? So it is Da and Na." And immediately they see the "da" and
the "na". From the "da" they start creating new words and from the
"na" new words. In this method the letter or consonant is taught
together with the vowel because of the structure of the language. (14)
"Studies of children who failed to learn showed that in Hebrew,
the vowels, rather than the consonants, contributed most of the
difficulty experienced by beginning readers." (p. 198) (4) Consonants
are much less important. It is the vowel that is of importance and
the center of the process. Yowels are no longer studied by the time
the children begin fifth grade because they must know the language
perfectly before that grade. (6, 9)
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In Hebrew, the redundance of symbols-more symbols than sounds-
meana very often one sound is expressed by two or more symbols.
Like the sound "k", it can be written two ways. When you teach the
two letters that share the same sound concurrently, the children
leam them. Even if the child uses the wrong letter for the same
sound in a word, it can easily be corrected. The child will usually
ask the teacher which one to use. (6)
The child learns to print letters first and then cursive script.
There is no such thing as a capital letter and a small letter in
Hebrew. The child goes over to cursive at the end of first grade.
Some feel that this is too early and that printed letters should be
continued longer as the printing skills may need remediation.
Cursive script needs very little remediation. (6)
20The Rahavia-Usishkin School, located in Jerusalem, uses the
whole-word approach because the children come from a kindergarten
that had started this method. It was decided that a change should
not be forced on the pupils. In grade one, the teachers try not to
introduce another method but reinforce the present method. In grade
two, other methods will be introduced for remediation. Their whole-
word method emphasizes the beginning of each word. This method,
20
Menachem Usishkin, in 1903, "brought about the organization of
the Hebrew Teachers' Association, which, both before and after the
establishment of the State of Israel, played a leading role in the
development of Hebrew Education." (p. 19) (1) Rahavia is an affluent
section of Jerusalem.
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however, does have the danger of the children neglecting the ending
and putting their own in. ( 23 )
The Rahavia-Usishkin School population has two-thirds from
upper-class homes and one-third from low-income homes. The low-
income families are North African, and the children are not bussed
but come from an area within walking distance. The school is on
the border of the two income groups. Because of the "quota" system,
Rahavia-Usishkin School is different from other schools. In normal
elementary schools, the children attend until four o'clock. At this
school they go until twelve noon. The teachers at the school try to
use heterogeneous grouping and sometimes, but not too often, homo-
geneous grouping. They prefer heterogeneous grouping because they
want children to learn from one another. ( 23 )
Conducted by Professor Devora Lifshitz at the Teachers' Training
College Levinsky in Tel Aviv, an approach to homogeneous grouping is
being conducted in the schools associated with the College. Although
the groups are homogeneous for reading, they remain open. Children
can move from one group to another in all subjects except reading.
If children have difficulty, phonics is introduced. The most a group
should have is five, although the number has gone up to seven or
eight at times if it is an advanced group. The brighter ones form a
larger group and the smaller groups are the slower students. For the
whole class, there are thirty to thirty-five students and a teacher
and an "aide" from the College are required. The "aide" should not
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consider this a student teaching requirement. The teachers work with
the children three hours per day, five days a week. (14)
The College believes that grouping in the first and second
grades is most important. The teacher should only be aware of what
the child should do and direct the child with a minimum of talking
dxrections, not using a frontal approach. The teacher sits with
her group and determines the level or readiness. She could intro-
duce the sounds or whole words. The children work with a small black-
board by themselves or with their teacher, analyzing or synthesizing
words. The philosophy of this method is that the method itself is
not the important factor; it is having the children ready for it,
and the way to introduce the method, informally. 21 Mrs. Lifshitz
states that usually out of an activity will come the curiosity.* 1
(14) It is very difficult to say in Israel that "this is a good
method" because the teachers are very much eclectics. (14)
Teachers have the freedom to choose their method in teaching
reading. There are, of course, practical limitations. (7) Basically,
it is either the phonetic or whole-word method in teaching Hebrew
21
The goal of the reading program in Israeli schools is "to
have a child participate in one way or another in the class. But
if we say that he has to integrate with his class, then that is not
the goal," states Mrs. Alisa Hirsch of the Ministry of Education and
Culture. (9) The overall goal seems to be the same as in most
countries: "to read and understand so they can have a good life,
happier, and alert," according to remedial counselor Mrs. Miram
Ofer. (23)
243
with its variations. One of these variations has been a words-in-
color method. Graphemes had their colors and the vowels were elimi-
nated. Another method attempted was phonemes, consonants with vowels,
combined with certain songs. (23) One method gives the child his
lesson page by page from the text. The principle of this method is
not to frighten the child by giving him the entire book. (6)
In the kibbutz, reading is taught informally. They are not
alarmed if children do not start reading until the second grade.
Kibbutz schools are completely independent and free from government
policy, and they form a very sophisticated society, similar to our
affluent American suburbs. (6)
Pre-Reading Programs
The Ministry of Education and Culture is very concerned that
children in kindergarten can be taught to read. The question is,
"What is the price?" Should the kindergarten become something like
the normal school? And then there is the question of the culturally
deprived child. (7)
"When do we start?" is voiced throughout Israel. Should we
start from kindergarten or leave it to the first grade as it has
been traditionally? The Board of Education in the City of Tel Aviv
decided to look into this problem and asked Professor Devora Lifshitz
at the Teachers' Training College Levinsky to conduct a study
(1968-1969) which looked into this problem of teaching children to
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read in the kindergarten. Two groups were created. One group was
composed of disadvantaged culturally deprived children, and the
other group from a high cultural area. This was to be a program
advancing children in language, concept formation, motor development,
perceptual development, and parallel to this there was an attempt to
teach the students to read. ( 14 )
Two items developed from the program. First, the members of
the investigation staff discovered that it was difficult to "reach"
the disadvantaged child and, second, only fifty percent of the
culturally higher children learned to read. For the latter, one
probably needs only two months to teach them to read. For the
culturally deprived one must start with a developmental program.
Rather than start a beginning program with the disadvantaged,
Professor Lifshitz would rather enrich their language and concepts
and develop their perceptions. (14 )
Dr. Dina Feitelson of the School of Education, Hebrew University,
thinks that readiness programs are a waste of time. "If you know how
to teach reading, then you don’t need a readiness program."
The Ministry of Education and Culture has permitted selected
22
kindergartens throughout Israel to introduce reading. One method
introduces words according to a ttieme. The children and their
teacher talk about "rain" and learn the word "rain." They learn two
22
In culturally deprived areas.
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or three words per week and then they analyze the syllables. The
child learns that the written word is a useful sign, such as his
name over the space allocated for his coat on the wall. Even
punctuation marks are studied. (7)
Remedial Programs
In Israel there are no reading laboratories or clinics, but
there are remedial classes. 23 This allows children to remain in
their class. (7) There are fifteen remedial classes in Jerusalem
and remedial reading can be anywhere from one to four hours per day
for the student. In addition to the remedial classes, there are
thirty-five classes of learning disabilities. (22)
Mrs. Alisa Hirsch of the Ministry of Education and Culture is
the Head Counselor of the education program that is responsible for
remedial education. Working with twenty—eight counselors, this
department decides educational policy but not administrative policy.
The remedial teaching department was started in 1963. "We try to
understand the reading process and to teach according to that end,"
says Mrs. Hirsch. "Only in the very severe cases do we have to teach
There is an educational television program for the kindergarten
ages, but it is not in reading. (.7, 15) Yery little audio-visual
equipment is used in the lower grades. Radio and television has not
yet been utilized for remedial or regular reading programs. The
Ministry of Culture and Education is interested in a "Sesame" type
program for its North African and Asian population but has not pro-
duced a program. (23)
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perception. Sometimes children know perfectly well to differentiate
* ’ * but
. . . they don’t read well, and we start to analyze them-
this special reading program of the individual child— in order to
understand what's going on . . .
Developing language as the basis for reading seems to be the
philosophy of the remedial education department at the Ministry of
Education and Culture. As Mrs. Hirsch states: "We try to develop
speaking, communicating, listening, and so on, as a basic form." (9)
Remediation for children seems to center greatly on the difficulty
children have in the up-down, up-down structure of the consonant and
the vowel structure in the Hebrew language. In the fourth grade,
the vowels are no longer used in printing. In order to read without
vowels, the child must know the language perfectly. Without the
vowels, the child has to read for context as the same word (root)
without its vowels, by itself, can have several meanings. Many
children find the up-down process difficult to give up when they
enter fourth grade. It is important to be able to read without
vowels, as one can read quickly. The transition of the printed to
the cursive is difficult for the slower student. This is a remedial
problem that has not been solved. The teacher does not want to con-
fuse the child and therefore becomes flexible in her teaching but
this, at the same time, makes teaching difficult.
At the Rahavia—Usishkin School in Jerusalem, there is an extra
teacher in grade one to work with the normal students so that the
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regular teacher can work with the slower ones on a one-to-one
relationship. In grades two and three, she works in groups. Primary
teachers at this school are aware of all possible reading methods
and try to pick the best for the remedial program or individual
student. (23)
Many in Israel feel that remedial programs can be cut down if
the reading program is individualized during the initial year of
school. (6, 25) This is especially important since children stay
with the same teacher at least three years, ages six through nine.
There is a problem when children leave from one school to another
and change reading methods. Even worse is the change in math
instruction. (11)
The Massada Primary School in the outskirts of Jerusalem has
a majority population of North African and Oriental Jews. This
school has initiated an educational toy library for the parents of '
the school children. They come to the library and take a two-month
course on how to use the toys. Every two weeks they learn a new
group of toys and then take them home to use with their children.
In this "painless" way, not only are the children benefiting from
the program but also the parents. (22)
Tests
There are Hebrew versions of the Weschler Scale, Stanford-Binet
,
and locally developed group tests. There is an early identification
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and screening program in the kindergarten. (21) informal graded
tests are abundant in Israel. One was created by Mrs. Alisa Hirsch
of the Ministry of Education and Culture. A reading readiness test
was developed by Mrs. Devora Lifshitz of the Teachers’ Training
College Levinsky in Tel Aviv as a result of her study (1968-1969).
There is only one reading test in Israel and that test according
to Mrs. Hirsch has "many problems” because of the diversity of the
various cultural backgrounds of students in Israel.
24
Relevance
Relevance is a problem in children’s literature. There are
many books printed for children, but in Israel children come from
fifty countries. It is almost impossible to write special books for
them. They have nothing in common. Most of the literature for
children was written by authors coming from East Europe and there
is nothing for the North African or Oriental Jew. (11)
The availability of books does not seem to be the problem but
how to bring children to read. In Tel Aviv, the problem with
children's literature according to Dr. Adir Kohn of Haifa University
is that many of the books are "old-fashioned." They just do not
appeal to children now. Not only is it a problem of literature but
a problem of language. Parents do not know Hebrew, therefore, the
24
See section on Pre-Reading Programs
,
page 243.
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best method of exposing children to the language is through litera-
ture. But in order to have children read, you must have good books
that will interest children. (11 )
There was such a tremendous concern for relevance in children's
literature recently that a special symposium for children's litera-
ture, the first of its kind in Israel, was held in Tel Aviv in 1972.
Israeli writers, educators, psychologists, teachers, and students
attended. The symposium dealt with newspapers for children, paint-
ings in children's books, legends that children would find interest-
ing, and general principles of writing for children. (11)
There are newspapers for children ages seven to eleven. The
children purchase these papers at newsstands. It is estimated that
about ten percent of the children of Israel buy these papers. News-
papers for children are not a recent innovation. They have been buy-
ing their newspapers for over thirty years. (11)
Dr. Feitelson of Hebrew University laments the lack of dictio-
naries and encyclopedias in every room and school libraries as well
as public libraries. Unfortunately, half of the children's books
are always out in the libraries. This discourages the child from
using the public library. Children wait at the circulation desk for
a possible book that they may want to read being returned and offer
Adults in Israel depend on newspapers more than radio and
television for reading governmental matters. The better educated
rely on books and the less educated on films, in the category of
gratifying self needs. CIO)
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to exchange Che book they have for the new one. (6)
Mrs. Alisa Hirsch of the Ministry of Education and Culture
tells us that graded reading material to enrich the vocabulary does
not exist in Israel.
If you have sixty percent of the culturally deprived
children reading these basal ungraded books that have a
very small language vocabulary and you don’t know what
will be better because you are reading something youdon t understand or only reading some 200 to 500 words
which you do understand, how can these children expect to
raise (enrich) their vocabulary? Even the books in thehigher classes which are of lower grade material (remedial)
are not too good. (9)
The Jewish Agency of Israel has prepared books for the lower
reading level with high interest stories for the older students. But
in the reading program of the schools, in general, there are no such
books. Israel is a small country and books are expensive. The popu-
lation is not big enough for the editors to justify large publications.
Equipment and printed aids are also very expensive. Even basal
readers are so poor that they can ’’turn children off." (6) However,
books are not necessary if teachers can create their own materials.
Classroom Observations
The Bet-Shafer Givat Gonen (school) in the Katamon section of
Jerusalem is a school of three hundred seyenty-five students in a
low culturally and economically deprived section of the city. The
students may be poor, one is told, but not in poverty. Teachers in
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the school are given a one-month special training course at the
kindergarten level during the summer. Children are kept in a
special class in the kindergarten and the aleph (first) class. The
classes are small in the kindergarten and there are only twenty in
the aleph class. ( 13 )
In one of the aleph classes, there are twelve students sitting
around three tables. The teacher of this class is in her first year
of teaching. The children are from the neighborhood, which means
that their vocabulary is very limited. All "ethnic" groups are
represented in this room, from blue-eyed blonds to dark-skinned
North Africans. Trying to draw the children into conversation, the
teacher is discussing this morning’s frost, which is rather common
in Jerusalem because of its high elevation. Encouraged by their
teacher, the children volunteer statements like: "It's wet, white,
not as heavy as snow. It will melt when the sun comes out, etc."
After this discussion, the teacher takes them outside to look and
touch the frost. They also look and discuss other items found on
the ground.
Back in the room, the teacher writes a heading for each of the
three groups on the board:
71 2 IK
i
1
1
The children receive a "point" for each item found outside and if
they can put the "item" in a correct and meaningful sentence. Their
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teacher then pretends to leave the room and reenters as a "stranger."
The students speak to her explaining what they have already accom-
plished this morning. She has also brought "gifts" of words on
cards and places them on their desks. The cards have the words
printed on t-hem that they have been studying in class. Then their
teacher asks for a word. The lucky child that has it holds it up
proudly and then writes it on the board. The "point" system is
continued throughout the class day. Every time a section completes
a correct item, they receive their "point."
When the class gets rather excited, their teacher chimes a
n^tal triangle to quiet them down. This seems to be the only form
of signal that shows them of teacher disapproval. After they have
settled down, they start their work on the vowel that is pronounced
"ah". The words they have been studying have the "ah" vowel. The
children write the symbols in the air with their fingers. The
teacher also holds up the card and asks for a particular symbol and
the children pronounce it out phonetically. Short words are printed
on the board and the children pronounce it out phonetically. All the
children in this class have a letter box and board and make words
that have been placed on the board. Their teacher continually makes
new letters for the children if they are missing them from their
letter box or need more letters.
A fourth grade class in the school reads in the library. The
principal, Mrs. Levine, reads to the class. Questions are raised on
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the reading. Students are encouraged to interpret selections from
the reading and to also ask questions. There is freedom of expres-
sion and opinion by the students but not on a noisy or undisciplined
level. Each one respects the others’ questions and answers.
At the Massada School, also in a poor section of Jerusalem,
this particular aleph class observed has thirty-six students. In
this particular class, the teacher is engaging the class in conversa-
tion as to what they did over the Shabat (weekend). From the con-
versation, words are "discovered" and written on the board. (22)
Next they sing a song in the tune of "Frare Jaques." This is a type
of alphabet song that sounds out the consonant with the vowel. They
also sing individually three consonants and vowels that the teacher
has put on the blackboard. Their teacher gives a card with a word
to the student. She then asks another student to read the word. If
it is read correctly, the child gets to "keep" it. These words are
then discussed by the students in their groups of six. Drawing a
series of balloons on the board, their teacher next places short
words in each balloon using the consonant that they are working on
in the class. The consonant is either in the beginning of the word
or at the end. As a child pronounces each word correctly, he is
allowed to erase it. If he has trouble, the class helps out in a
friendly manner.
This class is learning the concept of "hill" so one student
comes up to the board and draws a hill A . Another child draws
254
trees on the hill A . Not only are they learning the word for
hill, but all the possible items that can be placed on a hill. This
class also has its alphabet song. Taking alphabet cards, their
teacher mixes them out of order in front of the class. Singing
their alphabet song, the children set them "straight."
Observing a learning disabilities class of ten-year-olds in the
Massada School, one notices that the room is physically divided. The
front of the class has seats and desks for "pure learning." The back
of the room is for informal exercises. These children use the same
books they would use in their normal class. They learn a lesson and
have homework. At this class, they are going to read a poem and from
the title they will deduce where the action of the poem takes place,
the Negav. Their teacher puts a map up and the children point to the
Negav and describe the geographic shape of the area. The Negave,
they explain, is like a triangle with Elat at the southern point.
As the children describe the Negav, their teacher puts down their
points on the board. These children have already studied the Negav
in their geography lesson. They also discuss the people who live
there. Then they go on to the poem, read by their teacher. They
discuss the poem and then they individually read selections from
their geography book on the Negav. The students all have maps of
Israel on their desks. After each, paragraph on the story in their
book, they stop and discuss that particular paragraph. Their
teacher skillfully draws answers from the children by encouragement
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and positive acknowledgement. This is done from group to group.
Teachers in the learning disability classes are obligated to visit
the homes of their students.
The task-analysis approach is used to develop tools for compre-
hension. After analyzing the tasks, the teachers of the Massada
School tries to develop materials for every item. The teachers meet
every two weeks to work on this.
At a remedial reading class in a school ten kilometers west of
Jerusalem that is located in a farming area, seven culturally
deprived students from grades three and four are seated surrounding
their remedial teacher who is trying to draw the children into
conversation. The children are being asked to describe situations
and the quiet students are encouraged to break-in if they wish. Of
the seven children, three seem to be quite vocal but the other four
remain silent. Three of the seven students are girls. If a "quiet"
child enters into the conversation, the teacher encourages the stu-
dent to contribute as much as possible and tries to control the
break-ins of the more verbal students, but yet at the same time she
does not wish to discourage them from participating. (8)
The room is well equipped with reading aids, not machines
though, that are either store bought or teacher miade. On the bulle-
tin board, there is a story told by the students and written by the
teacher, a language experience method. The non-verbalizers are
encouraged to read their story. Some of the words of the story are
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printed on yellow paper and their teacher has these words also
printed on yellow cards. With these cards, she goes from child to
child and if the child reads it correctly, he receives the card. The
yellow cards can be placed over the yellow words in the story. This
enables the child to place the card over its twin.
The instructor also has duplicate yellow cards from which stu-
dents can cut out the letters. An analytic process commences as the
students mix the letters and try to put the word back correctly.
They also take each letter and, teaming up with another student,
play "teacher and student." A letter is held up by one of the
children, the teacher," and the "student" identifies the letter/
symbol and lists as many words as possible that begin with that
letter. The letters can also be placed over the letter in the story.
After about ten minutes, the children sit around a table and
use worksheets, fill in letters of short words, some beginning
letters, center, or at the end of a word. Some paste in letters or
words in sentences. Only printed, not cursive, letters are used in
this class. While working at this table, the children display
behavioral problems. Some will sing to themselves, tear their papers,
throw pieces of paper or letters on the floor, or some other
attention-getting device. Their instructor ignores these outbursts,
although keeping a careful eye out at these demonstrations.
In this class, a report -must be submitted every day on each
child and their progress analyzed. The remedial program for each
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child is carefully discussed by the counselor and the teacher. It
was so thorough a discussion between the instructor and the counselor,
who comes out of the remedial counseling office of the Ministry of
Education, that we remained the entire afternoon in the classroom
discussing each student and his or her remedial program. The
counselor manages to get to each teacher in her district once a
month.
The next morning class of six children in the fourth grade
reviewed letters and vowels. This class is permitted to use cursive
script or printed letters when they write. Their teacher phonetically
pronounces the letter/symbol and the children write into their work-
book the sound and the name of the letter. Their teacher asks them
to do a similar procedure, pronounce and identify the letter. The
plan is to let the child learn the pronounciation of the letter and
eventually combine letters to form simple words. The same method is
done with the vowels.
Using plastic blocks that have the consonants in blue and vowels
in red, the child is then required to spell out an object from a
printed form given out by the teacher and then show the completed
word to the teacher. The students pronounce the word phonetically
and then as th.e whole word.
Some students have substitution problems. As they read, they
will come across a word they do not recognize and substitute another
word in its place. In some cases the substitution will "make sense"
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in the context of the sentence. Exercises have to be prepared by
the teacher to correct or remedy this problem. In this particular
class, the teacher is very creative but finds the phonetic methods
very restrictive to her talents. Her supervisor wants her to prepare
lessons on the students* independent level and the teacher wants to
base her remediation exercises on their frustration level. They do
agree that the child must be able to analyze a word, break it down,
so that he can build new words. The counselor and the teacher then
prepare exercises for the particular child.
Each child has a file where he puts all his work. In this
way, the teacher and counselor can look it over for further evalua-
tion. The work in the folder also gives the counselor clues to look
for, the child s progress report, and what methods the teacher is
using.
Summary
For centuries, European Jewry had considered education as one
of the mainstays and principles of their life. Wealth was secondary;
26
education was primary. Even the Bar-Mitzvah ceremony at the age of
thirteen was a *'final examination" in Hebrew and the Bible. Brides
were considered lucky if their husband-to-be was a Talmudic scholar.
So high was education (Talmud and Bible study) that wives became the
26
Wealthy Jewish families would usually support one or more poor
Jewish students. Some students would live with the family and tutor
the children of the family in Hebrew and Bible.
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family "breadwinner" rather than disturb their husband's studies.
In order to fulfill their role as a good citizen, it was most
important that the Jew be educated (literate). Education, then,
became a concept of Judaism.
Little wonder when Jewish immigrants flocked to this country
that education was first on their list of accomplishments. It was
a family scandal if a youngster quit school before graduation from
high school. It was not rare for a family to sit in mourning (shiva)
if this unfortune fell upon them. And, like in Europe, husbands
were sought for education not wealth.
This necessity and love for education was transmitted to Israel
by the European settlers. 27 By the time of the British Mandate
government (1917-1948) the Jewish school system had been well
established. During that period, there were several "trends" within
the Jewish system that reflected religious and secular philosophies.
After the establishment of the State of Israel (1948)
,
free and
compulsory education was introduced (1949). Free and compulsory
education is now eleven years.
The biggest problem since 1948 was the influx of Asian and
North African Jews, called "Oriental Jews." Their philosophy on
education had not been similar to those of European Jews. These
The kibbutz leaders were not impressed with an academic
education. Hebrew was approved but not Tulmud and the Bible as these
two subjects would take too much time away from working on the settle-
ment. As a result, kibbutz settlers are usually not orthodox in
tradition.
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Oriental lews were illiterate. There was no background and concept
for education for these immigrants as there had been for the
European Jew. It was a great shock for the education department in
Israel. Teachers were not prepared to teach these students.
Because of cultural differences, parents could not understand why
their children were required to attend school, and as a result,
absenteeism was, at first, high. These Oriental Jews formed the
poorer sections of the cities, were not socially accepted, and con-
tributed the majority of cases of juvenile delinquency in the
country. Fortunately, conditions improved greatly, but it took
several years and a retraining of many teachers. The office of
remedial education was a result of this effort.
Hebrew is a highly phonetic language. Once its symbols are
mastered, a student would have no difficulty reading the most diffi-
cult word. The difficulty arises when the vowels are removed from
the word, only leaving the consonant symbols. A complete mastery of
the language must be accomplished for the student to be able to read
proficiently from grade five on. If the student has difficulty in
the primary grades, a remedial program is set up either individually
or in small groups.
Teacher training was reorganized in the 1960's. It is a three-
year course for elementary teachers. Secondary teachers have a
university degree and go through a two-year teacher training program.
Teacher training colleges are the same throughout the country because
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of the centralized Ministry of Education and Culture. Thus, a
graduate of any teachers' college could teach anywhere in Israel.
After three years at the teacher training college and experience as
a teacher, it is possible for the elementary teacher to continue
studies in special education at a university or a teachers' training
college. Inservice courses are also given to teachers.
The office of remedial education maintains a staff of experienced
counselors who travel throughout the country advising teachers with
remedial students. These counselors also devise new teaching
approaches and materials and help teachers plan new programs for
their remedial classes. Remedial reading teachers are usually highly
experienced teachers that have gone through an extensive and inten-
sive preparation program.
The traditional method in learning Hebrew was the alphabetic
method. This was considered perhaps as too tedious and boring for
the student. Changes were made in the 1940's in which this rigid
approach was dropped and whole-word and whole-phrase methods were
adopted by the time of the establishment of the State of Israel in
1948. As a result of mass immigration from Asia and North Africa,
it was found that the analytic methods were proving difficult for
the Oriental children, so the synthetic methods were reintroduced
for these children and for children needing remedial training in
reading. Today both synthetic and analytic methods are used
throughout the country and teachers have the freedom to apply the
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method needed for their children. There are no pre-reading programs
in the kindergarten, except in the kibbutz school or in culturally
deprived areas.
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CHAPTER IX
IRAN
Education
To study the education of an Islamic country, one must under-
stand that religion and education are inseparable. Because of
numerous traditions, Islam has always placed a high value upon educa-
tion. Mohammed himself, according to tradition, stated that the
greatest gift a father can give his son was a good education. In the
Islamic world of Iranian 1 children, they received a rather comprehen-
sive education as compared to the more restricted education of other
Islamic countries. This education consisted of memorizing the Koran
through the instruction of reading and writing, calligraphy, Islamic
history, and the works of classical Iranian poets and authors.
Unlike Judaism, freedom of thought was never a concept of Muslim
2
society and culture. It was considered important to acquire as much
knowledge and wisdom as possible but not allowing for intellectual
growth beyond that stored knowledge. This concept was responsible
for intellectual and educational stagnation which made it very
The name changed from Persia to Iran in 1935, became Persia
again briefly in 1942, and now remains as Iran.
2
"Islam" means "submission."
3
Those that accomplished themselves in mathematics and medicine
were going against orthodox Islamic thought and feeling.
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difficult for twentieth century leaders in Islamic countries to bring
their countries into the mainstream of world progress. (12)
The Koran favored city life over rural or village life and as
a result, migration into towns was encouraged and the opposite not
encouraged/ Education then became basically an urban culture, not
for village or nomadic children. While Islam began to stagnate
because of strict laws, Europe emerged into the Renaissance, the
Reformation, and the Industrial Revolution. The Islamic world was
to awaken in shock to find out they were no longer "superior" to the
rest of the world. 5
Iran then found that it had to transform itself from this tradi-
tional society into a modem country. The defeat at the hands of the
Russians in the early 1800's left the country vulnerable. Persian
leaders realized that they must have better educated military
°^f^- cers
>
so the first Western education was reserved for military
°^ftcers, ln 1852. Persia invited military professors from France
and Austria. Subjects such as artillery, infantry, cavalry, and
others related to military were taught. The school was for the elite
only, since they formed the officer class. The entry age was usually
A political move by Mohammed. Tribal units had rejected Islam
when Mohammed was trying to spread his teachings.
5
In military warfare.
^Although from 1811, favored students had been sent abroad for
study.
268
ten or eleven for a period of six or seven years of study. In the
latter part of the nineteenth century, an English visitor was able
to say: "The extent of the curriculum, the drill, and the evident
success of the instruction in the Shah’s college were a great
surprise to us." (p. 172) (12) By 1900, this military school was
transferred into a high school. This school was important because
it became the first school in Persia to introduce modern education.
From 1837 onwards, missionary schools began to influence the
need and growth of modern education. By 1940, these schools had
been nationalized and the foreign teachers expelled from the country.
This was disasterous to education because upper-class parents were
forced to send their children abroad for their education. This
included primary grade school children.
It was not until 1925 when Reza Kahn became Shah and founder
of the Pahlevi dynasty did a national educational system come into
being. The Shah saw the need to form a functional centralized
administration. For this creation of a modern bureaucracy, the Shah
diverted funds to secondary and college level institutions. The
elementary schools were not involved. They were left to the religious
institutions attached to the Mosque and missionaries. A Ministry of
Education was established in Teheran that "was to integrate and
centralize the existing schools into a hierarchial system and to
make education . . . uniform in all elementary and secondary schools."
(p. 235) (12) However, a lack of qualified teachers prevented any
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great reforms and changes. The Ministry of Education was absolute
in all educational policies. As a result, there was no flexibility
and originality. The Shah had invited French instructors and educa-
tionalists and allowed the use of the French educational pattern.
Unfortunately, the French model was
. .
. followedblindiy without any attention to the delicate relation-
ship that exists between an institution and its
environment
. .
. (p . 241) (12)
By 1940, with the expulsion of missionary schools, Reza Shah
then intensified the schools into a nationalistic program geared to
develop into a great Persian nation. Ancient studies of Persian
glory was encouraged and the "purification" of the Persian language
was ordered. His program involving the preservation of Persian cul-
ture hindered the struggle against illiteracy. Love for Shah and
country became the goal. Students in the secondary schools were
forced to join scouting movements and schools took on military
aspects. Religious schools, for the first time, were also regulated.
Secular schools were ordered to drop their classes in religion in
1941.
In 1935, the first coeducational primary schools were opened and
in 1936, women were admitted to schools of higher education. The
veil was abolished in 1936.
At the end of Reza Shah's reign in 1941, "eighty percent of all
Iranians still had no access to any schooling and the literacy rate
was less than ten percent." (p. 251) (12) Small as the numbers of
those educated were, it was a monumental step into the twentieth
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century for Iran. After the exile of Reza Shah
year old Mohammed Reza Shah, began a reign that
rapid education in his country.
,
his son, twenty-one
was to see more and
came
Skillfully using his limited political
opposition. 7 In 1949, he was able to
power
,
the new Shah over-
amend the 1906 Constitution
to his political advantage. Temporarily forced to flee Iran i„ 1953
he returned even more powerful.
Between 1940 and 1951, the number of primary student,
tripled, 287,245 to 650,355. Secondary school enrollment
from 28,196 to 83,507, and university population increase,
to 5,502.
almost
increased
from 3,385
After 1953, American education ideas were absorbed by the
Ministry of Education. Vast sums from foreign assistance were given
for educational progress. Primary enrollment increased from 650,355
to 1,436,169 by 1960; secondary enrollment from 83,507 to 295,869;
university students from 5,502 to 20,000. (12) Yet, this seems to
have only benefited city children. By the 1960's, eighty-five per-
cent of urban children were in primary school, while only twenty-five
percent in the rural areas. (12) Private schools were encouraged by
the Ministry of Education in 1954 and subsidies were allocated.
In 1963, the Shah instituted a series of changes that effected
not only education but land reform as well. This program took, the
Military acumen also helped.
271
title "White Revolution." 8 it establish^blished a Literacy Corps and other
educational groups. The Literacy Corps was established to do away
with illiteracy in rural areas. A corpse's, somewhat like our
Peace Corps™, Job was not only to educate for literacy but to bring
better health and economic changes to a community. The corpsman
carried the rank of sergeant in the army, wore a special uniform,
and spent fourteen months in the village. 9
In 1968, education became compulsory and free for the five-year
primary school. After the completion of the fifth year, the student
takes an examination that will qualify him for continuation in educa-
tion. During the next three years, the student "finds" his talents
and aptitudes that will determine his next phase: academic or
practical. Secondary education is divided into two parts: . academic
for four years; two years for technical and vocational; and four years
for technicians and administrative personnel. (12) A student wishing
to attend a university must have a high school diploma and pass a
written test. The goals of a university education in Iran have come
under some criticism:
In order to raise oneself above a certain standard of minimal
life, the diplomas as well as personal initiatives are an
inevitable necessity.
. . . Whereas in former times the
circumstances and especially the class to which one belonged
g
"White" because it was a bloodless revolution.
9
The villages would not trust an "officer." The sergeant is the
highest rank a village boy could attain and a great honor.
272
?
ne/°uld £oll?“- diplomas
whether by the dislocation of tradition™ clfsses “hethe'by the rise of new 'classes » h ao 7
a , wheth r
, s caused social
mobility ... we note simply the result, which is averitable chase after diplomas. 10 (12)
Presently, primary education in Iran normally begins at the age
of six or seven. It is free and compulsory for those who have access
to school. Although some sources claim that there is no law penaliz-
ing parents of school-age children, other sources claim that parents
may be subject to a fine for neglecting to send their children to
school. (13) The Ministry of Education is not able to take all
children into school, so in rural areas and in some urban areas there
are children who do not attend school. These are mostly children who
work during the day. (2) There is night school for these children,
however. 11 They may come to classes five nights a week for three
hours an evening, four to seven o'clock. Their school year is similar
to that of the day school, nine months, with school beginning in
September and ending in June. (11) The evening literacy classes for
children started in 1971 in Teheran. There are about seventy classes
in that city for children going on every school night and there is
potential for an additional one-hundred forty classes. (2) A child
can take an examination after two years of night school that may pass
This is a generalization for all Arab counties, including Iran,
from Jean-Jacques Waardenburg, Les Universites dous le monde arabs
actuel (Paris: Mouton, 1966, I, 4). (12)
11
In Teheran.
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him or her into third or fourth grade in a day school.
Along with the night school for children, there is one for adults
as well. The adults come to school five nights a week for one and
one-half hours. The older advanced classes help their teacher teach
others, under the teacher’s supervision. There are two sessions for
adults. Men come in at four to five-thirty and women come in at
seven and leave at eight-thirty. There are two-hundred ten adult
classes in Teheran and their school year lasts six months. (5)
Curriculum in the primary schools is highly centralized and
textbooks must be the same all over the country with a few exceptions.
(11) There is virtually no remedial reading instruction except in
primary schools, if any. (3) Kindergarten is not considered a part
of the primary school but is encouraged by the Ministry of Education,
as a private institution. (11)
Since 1962, Iran has gone through an extensive modernization
process for its educational institutions. So well has this program
been accomplished that "since the adoption of the White Revolution
principles in 1962-1963, the illiteracy rate has decreased tremen-
dously and elementary education is no longer a critical problem in
Iran." (.11) "Five times as many students attended vocational schools
last year (1972) over a decade ago, and those attending universities
over the same period more than quadrupled." (14) Iran has made
impressive educational strides under the leadership of the
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Shah. 12
language
Arabic speech and writing have so influenced modern Persian
that numerous Semetic words have become part of the language. Many
Persian scholars of the early centuries of the !slamic period wrote
in Arabic and much of the best of Arabic literature was the work of
Persian writers. (7) Modem Persian is known as Farsi, and one is
quickly corrected that the language is Farsi not Persian. 13
hike Hebrew, the root word can be pronounced correctly several
ways without its vowel symbols. Vowels are omitted later but not so
much as the Hebrew Language. These vowels are not removed but
change their shape, combining the consonant and vowel. And, unlike
Hebrew, there are different pronounciations if the vowel is above or
below the consonant symbol. There can be a completely different
consonant due to the location of the vowel.
While this education has brought better health and sanitation
conditions that have led to drastic declines in death rates
birth rates have remained high, with the result that almost every
country in the Middle East is experiencing a rapid population
increase ... with resultant strains upon the society, economy,
and polity. In Iran, about fifty-five percent of the population is
under twenty years of age." (pp. 25-26) (12)
13
"Farsi . . . may well replace the many different languages and
dialects that now exist within the country and become the national
language." (p. 418) (12)
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Teacher Education
In 1918, the Ministry of Education began a teacher training
program for secondary teachers. 14 The first school was staffed with
six instructors that prepared young adults for teaching both primary
and secondary levels. This was a four-year course. In 1928, the
school opened a section for teaching secondary teachers only. This
school eventually became a separate school known as the Teachers
Training College, in Teheran. In 1934, the Teachers Training College
became part of the University of Teheran.
The Teachers Training College offers a three-year course that
will prepare a student to teach almost any subject in the secondary
school, although the student does have some freedom to choose a field
of speciality. Women students can substitute home economics for
physics and chemistry. The Teachers Training College is the only
center in Iran for training high school teachers. 15
In 1918, the primary teachers training was open to anyone with
at least a sixty-grade diploma. This three-year course allowed
teachers to teach from grade five on. Those finishing ninth grade
only had to study one year. The 1920’s saw an increase in elementary
school teachers and the Education Act of 1929 improved the elementary
teacher training program . somewhat : elementary teachers now had to have
Other ministries had already established schools.
15
1968.
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a ninth grade diploma and the course became two years The Education
Act of 1934 required the Ministry of Education to establish twenty-
five elementary and secondary teacher training schools. By 1939,
thirty-six had been founded. In the late 1960's, the elementary
school teacher training consisted of the upper level secondary school
and in addition, courses in general psychology and education. For
girls, home economics is substituted for physics and chemistry. All
students received a stipend from the Ministry of Education. In 1943,
students were required to teach in a government school for a set
number of years, but by 1946, this requirement was dropped because
of the decline of teacher training students. 16 In its place, a rural
teacher training course was developed which was to become the
national teacher corps, sometimes called the Army of Knowledge or
Literacy Corps (Sepah-i Danesh)
.
Since 1943, those preparing to teach in grades one to four now
have to take a two-year course if they have finished sixth grade and
one year if they have a ninth grade diploma. They are called junior
primary teachers. In the two-year course, the first year stresses
general studies and the second year education.
During the reign of Reza Shah, the most serious hinderance
preventing modernization of education was the lack of qualified native
teachers. Even hy 1929, "there were two thousand four hundred
16
Students refused to enter teacher training because they did not
want to be sent to rural villages after graduation.
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twenty-eight teachers in the whole country, ninty-three percent of
whom were ineligible for salary increases or promotion owing to their
lack of qualifications.
" (p. 236) (12) Even with the establishment
of so many colleges by 1939, instruction was rigid and theoretical,
neglecting practical aspects. Conditions in the village were even
worse
:
... as a result of their unsound education and living
in town, they (the teachers) are not able to work
independently in the villages.
. . . One of the main
difficulties confronting them is their failure to bridge
the gap between themselves and the peasants
. . . they
consider themselves superior
. . . their whole attitude
circles around the sole aim of finishing the period of
work in the villages as soon as possible
. . . they have
little interest in the village and village work.
(p. 238) (12)
By 1959, curriculum content and teaching methods were improved some-
what. (12)
Evening literacy teachers have a sixty-hour training course and
most have normal daytime classes as they are trained for normal
teaching. ^ The teacher gets a bonus if his students come out well
in their examinations. These examinations are written by the
Ministry of Education. The same methods of teaching reading used in
the day classes are used in the evening classes.
17
See pp. 272-273.
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Literacy Corps
Rural education is mainly in the hands of the Literacy Corps. 18
Organized to combat illiteracy in villages and rural areas, it has
apparently achieved significant results. (12) By 1962, thirty-five
thousand persons had been trained. The corpsman goes through a
four-month training course. Of the seven hundred and eight hours of
training, four hundred eighty-four hours are devoted to military
subjects. The remaining hours are devoted to practical teacher
training, sometimes more than the regular teacher training colleges
°ffer * At the end of the training course, the corpsman takes the
final examination. Those that fail serve in the regular army. The
corpsman is trained to teach children six to twelve years old. (12)
A by-product of the Literacy Corps may be an increase of teachers
in the rural areas. Corpsmen may decide to enter teaching as a
career after their fourteen months obligation has been served. In
1969, sixteen thousand Corpsmen did remain teachers but very few
wanted to return to a rural school. (12)
White Tent Teachers
In the early 1950’s, the Ministry of Education trained eighty
teachers to travel with nomadic tribes. Originally, the teachers
were not members of the various tribes and this did complicate
1 ft
°Some times known as "The Army of Knowledge." The age of the
corpsman is usually eighteen.
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matters. There vere difficult times for these teachers to receive
acceptance by the tribe leaders. In 1958, a special school for
training sixty teachers a year was opened in Shiraz. These students
were members of the various nomadic tribes that roamed throughout
Iran. By 1970, there were two-hundred thirty graduating per year.
The tribal teachers teach children reading, writing, arithmetic,
geography, history and language (Farsi). All the different tribes
are represented in this school except Turkmen. 19
Teacher Status
As a result of the checkered training of teachers throughout the
Pahlevi dynasty, and the low income paid to teachers in comparison
to other professions, it is not surprising that teachers do not
receive the respect they so richly deserve. This is especially
noticed with elementary school teachers who receive the lowest
salary of the teaching profession. Many leave the profession either
permanently or seek further education to allow them to teach in a
secondary school where the salary is higher. Teachers can also
transfer to other Ministries where they then can remain teaching on
a part-time basis.
An added responsibility to the teacher is the teaching of social
and hygenic standards to his class. In order to bring the country
The Ministry of Education has installed a special department
that sends special trucks out to the tribes with books. A sort of
"bookmobile," these trucks can accommodate the rough roads to the
campsites of these nomadic tribes. The books are for both young and
old.
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into the twentieth century, it has been the responsibility of the
teacher to perform these tasks. Because of this, there has developed
animosities between village elders, set in their ways, and students
in conflict with family traditions. Even some of the older teachers
are not prepared for this "modernization" as they too are set deeply
in tradition.
Methods
As in some countries, reading instruction started in Iran with
the analytic method. In 1968, new books were published using the
whole-word method. This method started with a word that had meaning
for the child. The argument against the method, although in
principle the method was considered to be a good one, was that it
did not offer enough repetition. Children were restricted to one
particular textbook up to about the third grade. This restriction
prevented the child from independent or free reading. (2)
When the child reached the sixth grade and took his National
Examinations, it was found that he was not able to read a text that
was given for the examination. Even the difference in print pre-
vented the child from reading well because it was not exactly the
same as in his textbooks in school. (2) As a result of this
deficiency in reading programs, a group was formed in Iran that
encouraged an experimental method. The official Ministry of Education
method was continued but an eclectic method was also introduced to
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selected groups of students. (2)
It was found that those children taught by the eclectic method
went much faster in acquiring reading habits and at the end of the
first year they were able to read very simple texts. What was more
important, they were not afraid to attempt new words that were not
in their books. Whatever the teacher wrote on the board they could
read, after eight or nine months of instruction. (2)
After a year, the experiment proved so successful that the
Ministry of Education accepted the new reading program in principle.
However, before the final acceptance by the Ministry of Education,
a group of educators and writers in cooperation with the Ford
Foundation and the Ministry of Education were sent to the United
States, England, and France to study the writing of textbooks, for
a period of four to five months. They recommended, on their return,
the eclectic method that was taught in the experiment, but now put
it into a more scientific and logical form. Then began the task of
writing new textbooks. (2)
In the pre-reading text
,
children are introduced to the characters
in the book they will begin reading. The purpose of the beginning
book is to make the student aware of the sounds he pronounces, vowels
and consonants. The children then break each word into syllables and
then the syllables into sounds. The first technique of reading and
writing is started about one month before formal teaching of reading.
In regular schools, it takes at least one month. In schools that have
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preparatory classes, this work is done in the whole year of pre
school. When the child comes to first grade, he Is ready for reading
There is a special course for teaching reading in the first grade.
The majority of primary teachers have had the
reading in the first grade.
course or training in
The syllables are broken down by the use of hand signals in
the primary classes. Adults may resent this method of using hand
methods or signals but this investigator has seen it used enthusias-
tically by adults in the evening schools of Teheran. When they have
shown their teacher that they can break a word into sounds and then
count the sounds and/or syllables, their teacher knows that they are
ready for reading. The teacher will ask, "How many sounds?" or
What is the first sound?" As the student replies, the teacher places
the sound/syllable on the board in red chalk. The exercise usually
goes on for half-an-hour and, at first, goes very slowly. The first
lesson introduces two letters, which are two syllables, "abba," the
word in Farsi for "father," and "ob" which means "water." In the
first grade book, the child has his first sentence in the second
lesson: "baba ab dad," which means "Father give me water."
Since children are introduced to basic syllables after the first
few lessons, a teacher will not be necessary for further lessons, to
a point. The children then understand that when they see a red-
colored word in their text that it is new. They look for its
pronounciation through the illustration on the page. With this clue,
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they Should be able to comprehend the new word. With each new letter,
the teacher gives the rule for writing the letter. Letters are shown’
always with their sound context, never alone. The alphabet is learned
at the end of the year. In the second week, or fourth lesson, the
child will, or should, be able to read short sentences and even
limited stories. The stories start about the middle of the textbook
and there are no new letters but there are new words. Farsi can be
read at an early age even if it is not understood.
This method that has been brought "up to date" has previously
been called the Baghcheban Method and is still sometimes called this
in respect to its founder. However, many people have contributed to
the method over the years. Dr. Baghcheban founded the first school
for the deaf and mute in Iran in the early years of this century.
^ s bill stands in Teheran and is now administered by his daughters.
Dr. Baghcheban* s methods have been adapted to teach children and
adults who do not have hearing problems.
Dr. Baghcheban started teaching normal children in the 1920*
s
but then took in a few deaf students. It was from this experience
in teaching these deaf children to read that he developed his method
for teaching reading. He found that he had to be very strict, care-
ful, and clear in his explanations. How, then, could he teach normal
children? Working with normal children, he noticed, he did not have
to think and prepare so deeply. Dr. Baghcheban wrote his first book
on the teaching of reading over forty years ago, but it took almost
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thirty years before the Ministry of Education was convinced of his
methods. Eventually, he found sympathetic teachers and gradually
his system was used in private schools. (10)
The Baghcheban Method became known as the "mixed method" as it
was a combination of parts of the global method and other analytical
methods. The analytical method had been used in Iran for many years,
and about eighteen years ago the global approach was introduced.
Unfortunately, it was not too successful, one of the reasons being
that it had been "imported" from another country. "You just can't
import another country's method in disregard to the nature of the
alphabet," according to Mrs. Baghcheban Pimazar. She claims, though,
that the greatest number of reading problems have been remediated by
the global method. (10)
Relevance
In a reading book for village children, the stories are usually
seasonal. Many of the stories illustrate how children can be hygenic.
One story tells of children playing, one gets hurt, and the mother
cleans the wound with CLEAN water and dresses it with CLEAN linen.
The beginning text also teaches them to take medicine and all the
stories have a happy ending because these sanitary conditions were
followed. Other hygenic stories in the reading text include washing
dishes and covering them with a clean cloth, and washing radishes
before eating them. Religious stories from the Koran are read and
even simple arithmetic is introduced.
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Since most Illiterate adults are workers, their beginning read-
ing text is based on the life of a worker in the urban area. Their
books will have sections on hygiene, sanitation, and Persian history.
The history lessons will be based more on the lives of ordinary
people rather than nobility or kings. The different welfare institu-
tions and other government institutions that can help them are also
introduced through their reading lessons.
Like the Bible in Israel, the Koran is The Book in Iran and
many learned to read from the Koran. It was found that because it
was The Book the value of the Koran was held with much reverence in
the villages. The villagers' respect for books followed, and it is
sometimes difficult to get these people to mark in their reading
books and sometimes even to open the book! The adult illiterates
can purchase a newspaper printed for them and sold only through the
literacy classes. The paper comes out every two weeks.
Recently, the Turkish-speaking areas of Iran were given their
own textbooks. For political and national reasons, it was thought
that the teaching of Farsi should be accomplished as quickly and
effectively as possible. After a compromise, the Turkish-speaking
children were first taught in their native language and then Farsi,
but this was abandoned as, politically, it was not a good situation.
A study at the University of Tabriz was created to find words that
were used in both Turkish and Farsi. As a result of this study, it
was discovered that forty percent or more of the words spoken by the
286
Turkish groups were also spoken Farsi. The new textbooks now use
this forty percent as the link between Turkish and Farsi. (2)
Classroom Observations
At the private Mehran School in Teheran, the first grade class
is breaking down their words into syllables. Their teacher pronounces
the word and the children write it down symbol by symbol, pronouncing
the symbol as they write it down. It is a story dictated by the
teacher, and she also seems to be testing for punctuation. (8)
In another class, the children are observed using hand signals
when pronouncing words. The hand falls on the desk like a karate
chop breaking the words into syllables. Fingers are also used to
illustrate how many syllables there are in the word. The children
next take their notebooks out and very seriously place the date on
the page they are going to use. Their teacher introduces another
letter/symbol and she. writes it on the board in red chalk, pronouncing
it as she writes. The children write the new letter/symbol in their
notebook with a red pencil. Then their teacher introduces a new
word with the new letter. She reads the word several times and the
class repeats with her breaking down the word into syllables. The
children keep both pencils, red and black, in their hand, alternating
between both. They write the old symbols with the black lead pencil
and the new letter with the red pencil.
After that lesson, another notebook is taken out of their desks.
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But before they start the new lesson, they stretch with their teacher
leading them in a "one-two-three-four
. .
. Even the exerclse has
a method! After this exercise, they put their heads down on their
desks to rest for a few minutes. But like all children they would
rather chat with their neighbors or give their neighbor an occasional
smack on the back. With their new notebook, they write the words that
they have learned today with the new consonant. This is written with
the black pencil. They write the word several times and pronounce
the word at the same time and then they pronounce the word in syllables.
They take their work seriously and seem to have disciplined themselves
well or the teacher has used very effective methods. Even their hand-
writing is impressive if not handsome.
At the Farhad School in Teheran, the first grade teachers stand
on raised platforms in front of the class and like a conductor lead-
ing an orchestra they also use the "hand" method. Homework is care-
fully controlled in these classes. The teacher must know if the
child understands the reading assignments. She carefully goes about
the room and checks each homework sheet which is not done quickly.
Homework is not collected until the third grade. The students of this
school make their own reading books as well as having their own printed
texts. (9)
In one first grade class, every word is highly analyzed. After
the teacher has finished with the board work, a student is allowed to
come up to the board and with ruler in hand reviews the lesson. A
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f
d StUdent accommodates the first child at the board following
the "teacher" with hls ruler
. The chlldren print th£ ^
- a special workbook and while they are doing this their teacher
walks about the room checking their work. Somerlmes their notebook
there is sufficient space below the line for them to write. Some-
times they print the word on the same line and sometimes the cloze
method is used.
As soon as they finish the work in the special workbook, they
get their "everyday” workbook out and finish assignments and work on
other assignments. After an exercise break, their teacher takes
students to the board and gives dictation involving the day's new
words. The class, at the same time, writes in their notebooks what
is being dictated. As their teacher dictates, she also walks about
the room checking the notebook entries. The students repeat the
words, breaking them down by syllables, but not using the hand signals
as they pronounce them and write. Just at this time a student comes
around with a basket of Persian bread, and we all share. The stu-
dents take out apples, oranges, bananas, and even sandwiches from
their lunch bags, although it is not lunchtime.
The Iran Zamin School is an international school catering to
foreign children and children of high income Iranian families. The
children must speak English as an entrance requirement but not
necessarily be able to write English. Foreign students are not
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required to study Farsi but Iranian students must. Farsi is taught
by native teachers and the Ministry of Education tells them what
books they must use and the methods they must use. (6)
In a first grade class at Zamin School, children are seated
around three round tables. The regular teacher is working with a
group of seven students, the aide is working with five students, and
two students are working together. After the groups have worked
for their allotted time, their teacher calls them together for their
Farsi lesson. The hand method is used and this teacher now adds the
mouth expression to emphasize the sound. A second grade class hears
their lesson completely in Farsi. This is a mixed group of Iranian
and foreign students, and they are split in two groups, the teacher
working with one group and the other group working on their own.
Later, the independent group breaks into sub-groups of two and read
to one another. Their teacher checks the couples reading together
the last few minutes of the class.
English
Most private schools will start the teaching of English in grade
one. It is taught orally at first and then in later grades writing
is introduced. Only words that can be analyzed in the Farsi hand
method are used in grade one. Colloquial English is introduced in
grade two. At the Iran Zamin School in Teheran, English is taught in
one first grade class to twenty students. One child writes:
290
"Mohammed ~ January 10, 1973. I play Wod My B . . . .« English is
spoken in the classroom as in all the classrooms of the school. This
class has been writing stories based on what they have been reading
in class. On the board there is a list of words they must use in
their writing. They also have at their desk a list of words or
vocabulary list of words that they have already studied in class.
After their story writing time, their teacher introduces the words
bus and ball. They break the words down phonetically and then
their teacher relates stories around the bus and a ball. The letter
being studied -is the "b" and she introduces exercises to stress that
letter. She asks them to identify the object (ball) she is holding,
and things that you can do with a ball.
In another first grade class at Zamin School, the children are
all native Iranians and are learning English as a second language.
In this lesson, their teacher places sentences on the board. The
children must select the correct word from the board assignment.
1 16
An example: "I can —;— my shoes." The instructor tells me that thev time
most difficult adjustment these native children have is writing the
English letters. She uses "Words In Color" (4) and claims in her
experience in teaching that these children with a mixed Farsi and
English background do well with this method.
In a second grade class, the teacher has a class of twenty-two
and is working in groups of seven. She has, unfortunately, grouped
them as "red birds, yellow birds, and blue birds" for reading.
There
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is no aide in this class. The seven working with the teacher have
been reading silently and then after a reasonable time she asks
them questions based on what they have read. There is an exercise
on the board involving alphabetic order: "What letter comes between
d and f? Write these words in ABC order
. . .
." Students can use
the dictionary and utilize the room library if they have finished the
assignment
.
Conclusion
The difficulty in bringing Iran, or any other Islamic country
of the Middle East, into twentieth century Western standards has been
difficult. Revolutionary leaders, such as Attaturk in Turkey and
Nassar in Egypt, have had to reorganize an entire religious and tradi-
tional thought process. For Iran, it began in 1925 with the over-
throw of the Shah by an uneducated army chieftan, who had himself
crowned Reza Kahn, founder of the Pahlevi dynasty. Not equipped with
the sophistication of an educated man, he nevertheless was able to
grasp some of the requisites needed by his country to bring about the
transformation into the twentieth, century.
Starting with the establishment of a Ministry of Education,
Reza Kahn had secondary education reorganized to fit the needs for
modern Iran. He invited French educators to accomplish these goals,
but later it was discovered that their influence only brought about
a system based on the French model: rigid and inflexible. However,
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much credit must be given to him. From 1925 to 1941, he increased
the number of students tremendously, abolished the veil, and allowed
women entry into institutions of higher learning.
His son, Mohammed Reza Kahn, the present Shah of Iran, continued
the goals of his father after taking the throne in 1941. He allowed
^^®^ican pedagogical ideas and instructors into his country, deter-
mined to end the rigidity of earlier educational philosophies. The
most notable progress in education came in 1962-1963 when he
established the "White Revolution." Gigantic efforts in both land
reform and education were begun. A decade later, illiteracy was no
longer a critical problem in Iran.
One of the innovations of the "White Revolution" was the
establishment of the "Literacy Corps." Young army men were sent into
villages for a fourteen-month assignment to educate the village in
both educational and economic facilities. The "bonus" from this
program was that many of these corpsmen returned to civilian life
continuing their education in a teacher training college. Another
innovation was the "White Tent" teacher. This teacher was trained in
a special school to live with the nomadic tribe that he came from
originally and educate both young and old. Both programs proved to
be highly successful.
Methods in teaching reading seem to lean toward the analytic.
The whole-word method and its variations seems to be the accepted
method of teaching Tarsi. The method is highly structured,
students
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break the word down into syllables using hand signals as they do this
process. By the end of the school year, children have mastered the
alphabet.
Relevance in children's texts seems to have been accomplished
very well. Village children have books relating to their situation,
and the reading stories show how personal hygiene and sanitation can
be good for their well being.
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CHAPTER X
INDIA
Education
Secular Western education came to India in 1813 when the East
India Company was able to persuade the British Parliament to appro-
priate a sum of money for the education of a select number of Indians
who were to be in the employ of the Company and the British Army
stationed in India. An issue arose as to what language was to be
used in this education, and by 1835, the language of instruction was
English.
In 1857, the first universities were established in Calcutta,
Bombay, and Madras. Those educated at these universities would
eventually fill the ranks of civil servants needed by the British
administration. By 1919, control of education was given to Indian
ministers of education. In 1921, education was placed under the
administrative control of state governments. Decentralization of
state control over education was established in 1935. (15)
The Indian Constitution of 1949 delegated the states with
authority to make laws regarding education.
1
There were a few rights
kept by the federal government but these rights were not of policy
or
1
India received its independence from England in 1947.
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administration. 2 The federal government could make recommendations,
but it was left to the individual states to implement these recom-
mendations.
Basic education has only been accepted by the government of
India in the past few years. A pattern for the education of children,
age group six through fourteen, has been developed. (5) A constitu-
tional directive for the country to provide free a compulsory educa-
tion for children up to fourteen years of age was provided, but it
has not been enforced. Although education is a responsibility of the
individual states, they do work with the central government "in the
formulation, implementation, and evaluation of the various programs."
(p. 410) (6) Since three hundred out of five hundred or seventy-five
percent of the people cannot read in India, there has been great
concern as to how India can survive as a democratic state. The
dropout rate is as high as four hundred fourteen out of one thousand
3
students (1970) leaving school before completing fourth grade. (21)
2
The Union Ministry of Education performs three distinct functions
for Indian education: One being "coordination—meetings with state
representatives ... in the expectation that useful ideas will emerge
and gain wide acceptance. . . . providing financial assistance to the
states to secure cooperation in introducing changes designed to improve
the quality of Indian education . . . undertaking activities which
benefit all the states, such as the collection of educational statis-
tics and the sponsorship of educational research." (pp. 15-16) (15)
^One reason for the early dropout rate is economics. Not that
the family cannot afford to let the child stay in school, but even
the smallest contribution that children can make to the family
livelihood is regarded as sufficient reason for parents to keep them
at home rather than send them to school. (15)
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In 1967-1968, the figure for primary school children, ages six to
ten, in school was 74.36 percent of the total population of that age
group but dropped down to 30.15 percent after age eleven and for
ages fourteen to sixteen it was 19.37 percent. (18) In India, it
xs also sometimes difficult to determine where elementary education
stops and secondary begins because the eleven years of school is
basically preparation for university education. The federal govern-
ment does acknowledge that a child should have seven or eight years
of education. (15)
In the urban areas, education is provided free by the municipal
corporations. Although education may be free, many parents cannot
afford books or even proper clothing for their children. In Madras,
books and uniforms are free and as a result, school attendance
increased noticeably. (23)
In the City of Bombay, education is free and compulsory for the
age group six to eleven, and education is free for children over the
4
age of eleven up to ninth grade (Standard VII) . Although education
is compulsory, Bombay does not use coercive measures to enforce
attendance. Poor pupils are provided with books and slates.
Because of the rise in enrollment in Bombay, there is a double session
^City of Bombay Education Act of 1920 and 1925. School adminis-
tration takes the word of the parent as to the age of the beginning
student. Some may actually be seven, while some may be five.
"*It is considered a great privilege to be able to attend school.
The parents, especially those who are illiterate, are very proud that
their children are learning or can read. (22)
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in the primary schools, seven-thirty to one in the afternoon and one
until five forty-five o'clock. There are two staffs for the two
sessions. (2) The headmaster or headmistress teaches twelve periods
per week or two periods per day. There are about thirty-three stu-
dents present in a class because of the high absentee rate.^ Offi-
cially, the class should have about forty-five students. The
teacher usually stays three years with the same class. After the
age of eleven, the child may leave school. (10)
Children belonging to high income families are usually placed in
private schools, which results in a caste system in Indian education,
in the urban areas. These private schools are usually run along the
lines of English boarding schools so thoroughly that visitors may
think that they actually are in England.
^ (23)
The Government of India, in 196 A, decided that there was a need
for the reevaluation of education in the country. Under the Kathari
Commission, some of the items for consideration were: special
emphasis in training and the quality of teachers for schools, school
curriculum, teaching methods, and pre-primary education. This study
did a lot in the field of education, and it was a unique commission
in the history of Indian education. The report recommended that a
6
One educator told me, unofficially, that the schools would not
know what to do if all the students showed up for classes!
^The adaptation of the English boarding school is surprising
since one is told that since the Indian Revolt of 1851 the
Indians
want no part of English style education. (3)
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new educational structure was needed in which there should be one to
three years of pre-school education and a ten-year education period
sub-divided into seven to eight years of primary education and two
to three years of secondary. The size of the class should be a
maximum of fifty in the primary (lower) and forty-five in the higher
primary. The Commission also recommended a higher payscale accord-
ing to the training received by the teachers and that all payscales
o
should be reviewed and revised every five years. Among the recom-
mendations for better teacher training was special courses for gradu-
ates entering primary education. Many state governments accepted
in principle the recommendations by the Commission in 1966. (1)
Language
Article 340 of the Indian Constitution provides that the offi-
cial language is Hindi, and in 1956 English was to remain as a sub-
sidiary language, as long as necessary. (6) There are fourteen con-
9
stitutionally recognized languages. Besides the mother tongue, a
student has to learn Hindi and English for a government position or
^"The teacher is considered the poor-most fellow of the society
because of his meagre remuneration and high work." (p. 19) (1)
9
There are one hundred seventy-nine languages and five hundred
forty-four dialects in India. (21)
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business. (18) "Schools then are committed to a three language
formula: mother tongue of the regional language, the national tongue
(Hindi), and English." 11 (p. 207) (21)
The language of education in India before the nineteenth century
was Sanskrit for the Hindus. (4) The Dravidian languages of the
South are different from the Sanskrit languages of the North. Hindi
and Urdu are closely related—the combination was sometimes called
Hindustani by the British. (13)
Religion complicates the use and study of languages. Urdu, one
of India’s recognized languages, is mostly spoken and understood by
those in northern India. This language is understood by about forty-
five percent of the population of India. There is fear that the use
of Urdu will decline because of "Hindi chauvinism and anti-Moslem
12
feeling." Parents are sometimes advised not to enroll their
children in classes that utilize Urdu because it may damage their
^The introduction of English was not entirely a selfish act by
British authorities. The Eritish and some Indians felt that Western
knowledge could be best taught through a Western tongue—and then it
was for a select minority such as university students. Since the
goal of the parents of a secondary student was a university, it became
obvious that instruction would have to be in English. At first it
was the vernacular in the primary school and English in the
secondary
school. It eventually spread down to the primary schools. (13)
nThere are eight hundred eighty-nine newspapers in India.
Eighty-five are in English and the rest are in fourteen
other
languages. The largest group are in Hindi which
totals two hundred
fifty-one. (28)
^Political implications also arise. Pakistan’s
official
language is Urdu and the country has declared itself
Islamic.
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future chances for a government position. Mrs. Gandi has had to ask
state governments to emphasize the teaching of Urdu. (26)
Most Indian languages have similar sentence order, verb at the
end, if they are based on Sanskrit. The Hindi language has seventeen
forms and all nouns have gender. In Hindi, each letter represents a
pronounceable syllable. Hindi sounds are not pronounced correctly
by speakers of a language with hard sounds. For example, the
Hindi word "ek" (one) will be pronounced "ekke" in Punjabi. "Some
of the languages in India do not have all the sounds that are in
the language to be taught. These sounds require special emphasis in
oral activities prior to reading." (p. 207) (21)
The schools of Bombay recognize and teach eleven mother tongues.
The four major tongues are Marathi, Gujarati, Urdu, and Hindi.
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LANGUAGEWISE NUMBER OF SCHOOLS IN GREATER BOMBAY^
(As of November 11, 1972)
LANGUAGE CITY
Marathi 231
Urdu 103
Gujarati 80
Hindi 53
Tamil 16
Telugu 14
Kannada 21
Malayalam —
English (Primary) 19
Sindhi 2
SUBURBS EXT SUB TOTAL
131 59 421
71 17 191
55 30 165
57 24 134
13 9 38
9 3 26
20 6 47
4 — 4
10 3 32
5 4 11
1,069
13
Office of the Education Officer,
Greater Bombay, November 11, 1972.
Municipal Corporation of
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Teacher Education
Teacher training is either connected with the sixty-four univer-
sities or teacher training colleges. Students may train for primary,
secondary, or college training positions. Teacher trainees "receive
stipends for board, lodging, and tuition after executing a bond
whereby they agree to serve as teachers for a conditional period
after training." (p. 103) (17) Some educators feel that the training
program, especially in the primary division, is very weak and inade-
quate. (21)
Training institutions are isolated from the College of
Education. . . . At no level
—
primary, secondary, or
college— is there a course in teaching reading.
. . . There is a course teaching the mother tongue, but
it does not so much as mention comprehension skills.
Neither does it include a broad definition of language
arts or reading. . . . There is no course at the uni-
versity level for the teaching of reading, speed reading,
remedial reading, or any kind of reading. There is no
provision for training specialists in reading; the result
is that we have very few reading specialists, almost no
reading consultants, no remedial reading teachers, no
clinicians, and a few research workers, (p. 209) (21)
One year of teacher training similar to student teaching is conducted
after attending two years at a teachers college. The person must be
certified by the teacher training school to receive a teaching posi-
tion. (10)
Inservice training, as well as refresher courses, are conducted
in Bombay, as well as in other large cities. These courses are held
during the school day as there is a crop of substitute teachers to
take over the classroom during the absence of. the regular teacher.
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All primary teachers receive training in the methods of teaching
reading. Ninty-nine percent of the Bombay school teachers are
trained teachers. Inservice training has been in effect since 1961.
Seminars, symposia, workshops, book fairs, and exhibitions of teach-
ing aids are periodically arranged for raising the standard of
reading. 1^ (2, 10)
There is a teaching aid center in Bombay primarily for the
language teachers. There they can see aids and materials. The
center trains teachers to prepare aids necessary for the instructional
program. (2, 10)
Although there are those that criticize the quality of education
and the quantity of education in teacher training, criticism also
comes from those who do not consider salary received by teachers
compensatory to their position.
Considering the vital importance of its work, the teaching
profession in India is grossly underpaid. . . . The
salaries of Indian teachers are lower than those of per-
sons of similar qualifications in other professions.
(p. 81) (17)
The shortage of men in the teaching profession is considered a direct
result of the "failure to pay teachers even a reasonable salary."
(p. 82) (17) Since there are so few men in the profession, some
cities allow a twelve week maternity leave, six weeks before and six
1Z
*0n May 30, 1974, a spacecraft satellite was launched at Cape
Canaveral, Florida. India will borrow the satellite for one year to
beam programs to schoolhouses and town halls in a campaign to teach
four hundred million persons to read by 1981. (19)
weeks after with full pay to encourage these teachers to return
Cio)
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Methods
The Emperor Akbar, possibly the greatest Mogul emperor, who
ruled from 1556 to 1605, took an active interest in reading instruc-
tion. He was rather disgusted over the fact that boys spent too
much time at school learning consonants and vowels and that a great
portion of their lives is wasted, in school, by making them read
books. His Majesty was more interested that these students first
learn to write the letters of the alphabet and to be able to write
their several forms. Akbar thought that two days was enough time for
a student to learn the shape and the name of each letter and then the
child should be able to join the letters together to make words.
He also wanted the teacher to look out for two things in reading,
a knowledge of the letters and the meaning of the words. (17)
Akbar* s alphabet method has come under sharp criticism since
those days. No longer fearing royal displeasure, many educators
doubt that the alphabet method is suitable for schools in India.
Teachers believed that since the Indian languages were phonetically
pure that alphabet methods were the best, but experiences of the
readers have shown that a combination of letters is far superior "to
the eyes of the beholder." Still, today, many schools in India begin
and end the teaching of reading in grade one where they teach the
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letters of the alphabet hoping that the child has learned to decode
and, therefore, learned to read. (22)
A traditional method of teaching reading in India is one in
which the teacher teaches a consonant and then the vowel sounds with
it. She then teaches another consonant and the vowel sounds with it,
and so on with all the consonants with their vowel combinations. She
sometimes gives the children charts listing combinations of sounds
and they have to be memorized by the students, line by line. "This
is the logical approach common in the traditional teaching of
language in India." (16) Another traditional method is "the learning
of consonants in groups of letters closely resembling each other in
sound and production." (16) In Hindi, this synthetic method is the
most common used although phonic methods are still used. Vowels are
taught first, then consonants, combinations of consonants with vowels,
combinations of the two consonants, and then words. (6) Emphasis is
then placed on letters and sounds and their combinations into words,
phrases, and sentences, "in teaching the synthetic approach in
reading Hindi, it makes little difference whether the alphabetic or
phonic method is used." (p. 413) (6)
In the traditionally alphabetic method, the teacher writes the
character on the board, says its narae/phoneme
,
and the children
repeat it, and write its character on their slates. The next
character is taught the next day, and so on, until the whole alphabet
is completed. The use of this synthetic method in opposition to the
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word or sentence method is that this method is "easier for untrained
or minimally trained teachers to use." Host teachers assume that a
child can read any word after he has mastered the alphabet. These
teachers usually have a narrow concept of teaching reading, "which
is essentially instruction in the characters of the alphabet." (6)
With these traditional synthetic methods, the child learns ele-
ments of language, such as the letters or sounds in isolation. He
learns to put the elements together and, with the help of graded
texts, learns to read words and sentences. (25) In the analytic
method, the child is taught the native tongue in the same way he
learns to speak it. This method begins with words, sentences, and
passages with usually familiar instances of the child. He thus
learns to read without first learning parts and structure. The
analytic—synthetic approach has the student analyze and synthesize
together, combining the advantages of the two methods. (25)
Dr. Mudhuri R. Shah, Education Officer for the Municipality of
Bombay, has researched the whole-sentence method and found it to be
more suitable for the schools of Bombay than the alphabet method or
even the whole-word method. In her experiment to determine the
feasibility of the whole-sentence approach, sixty percent of the
children in the experiment were found to have learned their language
in six months. It had normally taken one year under previous methods.
(24)
Dr. Shah's analytic sentence method, the sentence is put on a
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small card and put before the child, and the teacher reads the
sentence to the child. This can be done by the parents or older
brothers and sisters at home. It is a sentence that the child would
be familiar with, one that he has heard expressed many times. It is
even more important if the child is exposed to this method before he
s^ ar^ s school so the method will become familiar to him. The sen-
tence used in this method is usually composed of three words in the
beginning stages. The belief is that the words have more meaning to
the child if put in small sentences rather than presented one at a
time. The child begins formal writing after approximately three
months. Since the situation, then, will not be new to the child,
only the language aspect will be taught and then through the sentence
the alphabet will be taught. That alphabet will be repeated in dif-
ferent sentences. All the various alphabets are taught through the
sentence method as are all the mother tongues taught in Bombay
schools. (24) There are no pre-primers and the whole-sentence
approach is taught in grades one and two. Teachers orally^ read old
stories from which the sentence will be taken. There is a common
letter in each of the three words or a common word is stressed. The
words are placed on separate cards, shown one at a time and then as
the whole sentence. The subject may change in the sentence using
15
The tradition of oral instruction is very strong, especially
in the village. (13)
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different cards for different subjects, or words can be added to the
sentence
.
Songs and games are taught to facilitate reading. There is
hope that the children will bring the games home to their parents.
These games are not necessarily games with materials but games the
children can make up with a piece of chalk or home-found materials.
Plays are also used to introduce interest in reading and language
development. Games and flash cards comprise the auxiliary equipment
used in most schools. In the whole-sentence approach, games are
frequently used. Items are shown that are in the sentence. For
example, a pen is shown if it is used in the sentence. Not only are
the games used by the children and their parents, but they are also
designed for brothers and sisters who are not attending school.
Not all agree with the whole-sentence method. Dr. Chino Chacko
Ooiuwen of the Central Institute of the Indian Languages in Mysore
claims that under this method "the teacher first imposes his pro-
nounciation, his phrasing, his oral interpretation upon his forty or
sixty parrots. The child is not helped to use his own head for learn-
ing." (21) Even if the whole-word or whole-sentence method is used
successfully. Dr. Oomraen considers that the teacher is "still placing
the conventional emphasis on teaching children to write individual
characters and to rote learn their phonic significance." (p. 14) (6)
Under the guidance of Dr. Constance McCullough, a reading
project started in 196A for the Delhi schools utilizing an eclectic
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method which recognized that "each of the several alternative teach-
ing methods has its strong and weak points. If a combination of
methods is used, the deficiencies of one approach should be offset
by the strengths of another
. .
. (p. 415) (6) Dr. McCullough
recommended that "before children are taught to read . . . speech
practice should be given in the sounds of Hindi. The use of games,
poems, songs, pictures and pantomine will make the task interesting
to children and elicit their wholehearted cooperation." (p. 48) (6)
Dr. Oomraen praised the McCullough project as "the greatest
revolution we have had since our independence" and that the project
"showed that a combination (eclectic) of methods was best in teaching
the Indian languages than previous reading methods used." (22)
Remedial Reading
In 1964, the Government decided that there was a need for the
reevaluation of education in the country and appointed a commission
to investigate the educational system. Known as the Kathari
Commission, it was concerned with the "backward child" and urged the
formulation and implementation of remedial programs. Many states
merely accepted the report in principle. (1) There have been
attempts to create remedial reading centers called remedial clubs.
(7) These clubs, are needed because of the large percentage of
failures at the public examinations. (14) Plans for 1972-1973 were
made to "see reading centers established to help pupils retarded in
reading, and assistance will be given to schools conducting
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experiments and projects for improving children's reading habits."
(ID
Because of the frustrations of learning to read, and other
reasons, such as economic ones, there is a great deal of student drop-
out in the lower primary stages. Almost half of the students in the
schools of India drop out before completing their fourth grade. (21)
From the fourth, grade on, a child is expected to have mastered read-
ing. Reading, as a subject, does not appear as a separate subject
from that grade on. (25)
The failure among Indian children to learn to read, which makes
the need for remedial classes more important, according to
Dr. Constance McCullough, "may be the child's inability to hear the
differences in sound which are crucial in the language taught at that
level." (p. 41) (16) Dr. McCullough further stated:
Research . . . has shown that children attempting to read
a language which is . .
.
phonetic will be at a distinct
disadvantage unless they have learned to discriminate among
the spoken words of that language. (16)
The average child often stays in the first grade for two years. This
questions the readiness many children have for the first class.
Dr. Constance McCullough believes that a preventive program should be
introduced before children learn to read. (16)
In the Municipality of Bombay, there are no reading specialists.
All primary teachers have received training in the methods of teaching
reading. Classes do group according to ability and children will help
other children in the class. There are special teachers that do come
313
into the beginning primary classes for remediation or tutorial
services. These are regular teachers in the school, and they
willingly volunteer for this service. A teacher may volunteer to
remain after school to help a reading student, but there is no com-
pensation for the teacher other than the satisfaction in helping a
student. There is also no extra salary for teachers who come into
primary reading classes for remediation. (10)
Tests
The Stanford-Binet Intelligence Tests and the Weschler-Bellvue
Tests have been adapted into Hindi and Gujarati. Very few studies
have been done in reading at the primary level except for a readiness
test prepared by Dr. D. S. Rawat, President of the Reading
Association of India. The only standardized test in reading is also
in Gujarati and was written in 1967. Classroom teachers usually
create their own evaluation tests. (21)
Relevance
Differences of opinion in Bombay as to what "relevance" means to
the reader in the elementary schools is often a subject for discussion.
Dr. Panderkar, Research Reading Officer of the Bombay Schools, says
that "reading is relevant to the child according to his interests."
Yet, Hr. Faruquie, Superintendent of Urdu Schools in Bombay, states
that "books are not relevant." Dr. Panderkar was speaking about books
that the child wishes to read and Hr. Faruquie speaks of books that
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the child is required to read.
Very few books are supplied to the teacher for teaching children
to read that offer information on adjustments for children of dif-
ferent language backgrounds. (21) In the state of Utter Pradesh,
a common complaint is that textbooks assume that readers are Hindu
f^il to take into account Moslem religious and historical
doctrine, often to the point of distortion." (27) Joseph W. Elder
studied seven hundred forty-four (1971) lessons in Hindi and Tamil
language textbooks and "found that the colonial period had been
deemphasized but that pre—colonial and post—independence periods
were stressed." (9) Dr. Elder also discovered that Hindi pre-
colonial heroes tended to be political, Hindi villains were
religiously intolerant, and when Western culture was introduced,
Hindi heroes directed their activities against the West. The Tamil
heroes were scholars and the Tamil pre-colonial villains were
unlearned and disrespectful of the scholars. The Tamil textbooks
included heroes from the West. (9)
Dr. Chino Chacko Oommen claims that books on the teaching of
reading are few and far from satisfactory:
There are very few manuals and other teaching aids.
. . .
There are no reference materials (dictionaries,
encyclopedias) for the children. . . . Library facili-
ties at primary schools . . . (including teacher institu-
tions) are small collections kept behind locked doors.
(p. 211) (21)
Dr. Oommen conducted a survey (1966) of two thousand two hundred
Hindi books and found seven hundred to be moderately suited for
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children in the thirteen to sixteen age group. There were very few
books for the ten to thirteen group, fewer for the eight through ten
and no books for the three to five age group. (20)
There seems to be no uniform policy (1967) regarding the pro-
duction of textbooks. A criticism by Dr. Ooraraen is that "there sel-
dom is coordination between the curriculum makers and authors who
give little thought to the children who are to use the books ... and
the publication of the books are left to half literate press workers."
(20) By 1970, conditions seemed to have improved somewhat:
There has been considerable improvement in textbooks all
over the country. . . . Even private publishers have
improved their standards. The content of these books
have improved; more skills are included in the books;
and the format and design have considerably improved
since the production of the reading proiect books .
^
(p. 210) (21)
According to the Indian Reading Association, under the presidency of
Dr. D. S. Rawat
,
plans for 1972-1973 include the "publication of new
reading material for children, and five books will be issued for
This reading project, a Hindi reader's series, was written in
1963-1964 under the direction of the Reading Project Team in which
Dr. Constance McCullough of San Francisco State Teachers College
and Dr. Chino Chacko Oommen of the Central Institute of the Indian
Languages in Mysore were members. The first stories of the new
primer stressed helpfulness and cooperation within the family. The
second unit "moves beyond the family to the vendors who come past
the house in village or city in India." (16) In the book after the
primer, they deal with the school, the teacher, and new friends.
Book II deals with the neighborhood, Book III with the State,
Book IV with India, and Book V with the world as it affects India.
(16) This is the project that Dr. Oommen praised as "the greatest
revolution we have had since our Independence. (22)
316
teachers indicating effective methods for teaching reading and a
journal of reading.” 17 0L1)
Summary
A highly complex country because of language, social conditions,
and religion, Indian education is as complex as its fifteen states
and fourteen recognized languages. As a colonial empire, India was
not the most neglected nor the most exploited of overseas colonies.
The country had no natural resources that could be plundered by an
imperialistic nation. The only plentiful resource that still can be
found in the country is poverty and overpopulation. Other than ports
that controlled trade from the Indies and finding new markets for
English manufactured goods, especially finished cotton goods, one
wonders why England held on to the whole of India, True, India was
in a strategic position—whomever held India held control of the
waters surrounding Central Asia and the trade routes. Fear of Russian
invasion in the 1870's led Disraeli to proclaim Queen Vicotia Empress
of India. As Lord Louis Montbattan, last Viceroy of India, left
India in 1947, war immediately broke out between Pakistan and India.
17
The Indian Reading Association has published its first journal
(1974), The Reading Journal . According to the International Reading
Association, it contains articles on a variety of reading problems
in India. This one hundred and twelve page issue also includes
interview reports on youth and parent's reading habits, a number of
summaries in Hindi, and book reviews. The Indian Reading Association
is committing itself to establishing remedial centers in a number of
states in the country. (12)
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Modem Indian education is, therefore, strongly tied in with
English dominance. English education of a select few in the early
nineteenth century was to become the forerunner of many Indians that
were to work with the British in the administration of that country.
Eventually, universities were established with instruction in
English. This was followed by secondary and elementary education
in English and schools modeled after the English educational system.
With the establishment of the State of India in 1947, the language
of instruction became one of the fourteen officially recognized
languages, Hindi, and English.
Education is still not universal throughout the country and
1 o
illiteracy still dominates in the rural areas. The Constitution
allows the individual states autonomous control over education while
the federal government maintains a policy on non-interference except
as in matters of recommendation, implementation, and some financial
aid in special projects.
Criticism against the present educational training of teachers
for the elementary level is strong. The training is considered weak
and inadequate. India is an emerging nation with a high rate of
illiteracy and has had to train as many teachers as possible, and
the result has been one of quantity rather than quality. This has
been the problem faced by other emerging nations in their "rush" to
18
In the 1951-1952 general election, of the one thousand seventy-
six million electors in India, eighty-five percent were illiterate.
( 8 )
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bring universal education to millions.
Analytic and synthetic methods are used in the teaching of read-
ing. The villages seem to stress the alphabetic tradition while the
urban areas seem to lean toward the analytic whole-word or whole-
sentence method. The research of Dr. Mudhur Shah of Bombay in the
whole—sentence approach is now being used in the Bombay elementary
schools. Opposition to this method has been stressed by
Dr. Chino Chacko Oommen of the Central Institute of Indian Languages
in Mysore who claims that the teacher "is still placing the conven-
tional emphasis on teaching children to write individual characters
and to rote learn their phonic significance." (p. 14) (6)
Because of the many languages in India, textbooks are usually
not relevant from language to language, state to state, and religion
to religion. Students in the urban areas fare better in the quantity
of books than rural children. Expenses are still a big factor in
publishing as is the question "who to publish for?"
319
references
CHAPTER X
1. Suresh Bhatnaga, Kathari Commission: Recommendations and
Evaluations
,
International Publishing House, Meerut
India, 1967.
2. Bombay Department of Education, "Primary Education in
Greater Bombay," 1973.
3. S. P. Chaube, A History of Education in India
,
Ram Narrin
Lai Beni Madho
,
Allahabad-2, India, 1965.
4. Julian Dakin, et al, Language in Education
,
Oxford
University Press, London, 1968.
5. S. E. Dougerkey, University Education in India
, Manaktalas,
Bombay, India, 1967.
6. John Downing, Comparative Reading: Cross-National Studies
of Behavior and Processes in Reading and Writing
,
The Macmillan Company, New York, 1973.
7. A. D* Souza and K. P. Chaudhury, The Multi-Purpose School :
Its Theory and Practice
,
Allied Publishers, Private Ltd.,
India, 1956.
8. Michael Edwardes, A History of India
,
Farrar, Straus and
Cudahy, New York, 1961.
9. Joseph W. Elder, "The Decolonization of Educational Culture:
The Case of India," Comparative Education Review
,
No. 15,
October 1971, pp. 288-295.
10. A. A. Faruoquie, Superintendent of Urdu Schools, Private
Interview, Bombay, India, January 22, 1972.
11. International Reading Association, editor, Reading Today ,
International
,
Vol. 1, No. 2, May 1972, Paris, France.
International Reading Association, Reading Today ,
International, Vol. Ill, No. 2, May 1974, Paris, France.
12.
320
13 . Edmund J. King, Other Schools and Ours, A Comparative
Study for Today
, Third Edition riw v^. H~lt
—
Rinehart and Winston, 1967).
14. Prem Kirpal, A Decade of Education in India (Delhi, India:
Indian Book Company, 1968).
15. John A. Laska, Planning and Educational Development in
India
,
Teachers College Press, Columbia University,
New York, 1968.
16 . Constance M. McCullough, Preparation of Textbooks in the
Mother Tongue
, International Reading Association,
Newark, Delaware, 1968.
17 . Kartick C. Mukherjee, A Comparative Study of Some
Educational Problems
,
Lalvani Publishing House, Bombay,
India, 1972.
18. Eunice S. Newton, "Multi-Lingual Imperiments to Universal
Literacy," The Reading Teacher
,
Vol. 26, No. 4,
January 1973.
19 . New York Times
,
"Satellite Launched in Effort to Fight
Illiteracy in India," May 31, 1974, Column 7-8,
p. 10.
20 . Chino Chacko Oommen, "Provision of Reading Materials in
India," Reading Instruction: An International Forum
,
1966
,
International Reading Association, Newark,
Delaware, 1967, pp. 221-230.
21. Chino Chacko Oommen, "Reading in India," Improving Reading
Around the World
,
D. K. Bracken and E. Malmquist,
Editors, International Reading Association, Newark,
Delaware, 1970, pp. 206-211.
22 . Chino Chacko Oommen, "Reading in India," International
Reading Association Conference, Detroit, Michigan,
May 1972.
23. Sendhu Phadke, "Children in Urban Areas of India,"
Les Carnes De L’Enfance, Assignment Children , United
Nations Children’s Fund (UNICEF) Publication, Number 11,
January 1970, pp. 109-120.
24. "V. Y. Panderkar, Research Reading Officer, City of Bombay,
Private Interview, Bombay, India, January 22, 1972.
321
25. United Nations Educational, Scientific and Cultural
Organization (U.N.E.S.C.O.), "The Teaching of Reading,"
All International Conference on Public Education
U.N.E.S.C.O. Publication 113, 1949.
26. Bernard Weinraub, "Decline of Urdu Feared in India," New
York Times
, August 5, 1973, Column 1
,
p. 8.
27. Bernard Weinraub, "Indian Moslems Bitter, Hold Balance
in a Key Election," New York Times. October 2S id?'!
Column 3-8, p. 2.
~
28.
Bernard Weinraub, "India's Journalists Worry They Have
Become Timid and Dependent on the Government," New
York Times
,
December 17, 1973, Column 1-3, p. 22.
322
CHAPTER XI
NEPAL
Education
An independent kingdom, Nepal is bounded in the north by the
Himalayas and Tibet. The southern borders of uninhabitable land
separate Nepal and India. Isolated geographically from two large
nations, China and India, it was not surprising that until 1950,
Nepal had been "following a policy of isolation and as such had kept
in total darkness . . . and up until 1950 there had been only limited
educational facilities . . . and these were reserved for a very few
people." (p. 1) (4) In 1950, it was acknowledged by the Nepal
National Education Planning Commission that ninety-eight percent of
the people were illiterate. There was no teacher’s college and no
university in Nepal. The wealthy Nepal families sent their children
to India for their education, including their university education.
In 1953, only one person held a Master’s in Education and a dozen
held the Bachelor of Education. Teachers in primary schools had an
education of five to eight grades. (4)
By 1951, there were two hundred primary schools, twenty-one high
schools, and one college in Nepal. Six years later, in 1967, Nepal
had five thousand six hundred forty primary schools, two hundred forty-
three high schools, twenty—nine colleges and one university. As
ambitious as this program was, by 1967 only twenty-eight percent of
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the primary school population attended school and less than ten per-
cent of that figure finished secondary school. Yet, this may seem a
remarkable figure when one realizes that in 1950 only two percent of
the population was literate and that, even to this day, primary educa-
tion is not free nor compulsory.
The Ministry of Education recommends that primary schooling be
five years and secondary education also five years. Basic primary
education would include grades one through three; middle or junior
primary grades are four through seven; and secondary grades are eight
through ten or grades six through eight. 1 The child usually starts
school at age six and, like India, the child can actually be any age
from five to seven because of the word of the parent. Some parents
have their children privately tutored at the age of five. Private
schools, in which there are very few and only in Kathmandu, usually
have a kindergarten class. Education policy is centralized under
the Ministry of Education of the Central Government.
The most recent educational system created in 1972 has modified
the educational system or approach for more practical-oriented
2
vocational training rather than the stress on the academic. The
^his is a system borrowed from India.
^In June 1973, the Government of Nepal opened a competition for
the writing of textbooks on the secondary level in: electric fitting,
furniture making, general metalwork, cattle breeding and dairy
development. Cash prizes were offered. Cl)
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academic had been the British, and Indian, tradition.
There have been, and continue to be, many problems that divert
the full energies of the Nepalese people from complete compulsory
education. Some of the problems are the diversity of language within
the small country, the high incidence of childhood marriage, the
diverse religions of the people, and the limited buildings and equip-
ment. (4) Even the simplist audio-visual aids are lacking. Since
supplies of books, paper, and ink have to come from outside Nepal,
O
this makes printing of proper materials very costly.
Language
There are thirty distinct languages spoken in Nepal of the
Indo-Aryan and Tibeto-Burman families and there are even various
levels of spoken Nepalese. Variations can be great between east and
west because of the country's mountainous terrain. Proper Nepalese
is a highly phonetic language, more phonetic than Hindi. (6) Because
of the language variations, children do have trouble learning pure
Nepalese, which is like a foreign language to them. Nepalese is the
government language and the language of the business class.
Nepalese, like English, is. written left to right. There is no
capitalization in Nepalese. For Nepalese children, the language is
^Before visiting Nepal for my research, I was told to bring
pencils as gifts to students. Once, a child beggar in Kathmandu
begged for a few pennies. A native friend asked him what he was
going to do with the money. His reply was: "To buy a pencil for
school." He had the right answer for this tourist.
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not difficult, but there may be some confusion of similar sounding
vowels, as there are twelve vowels. A child should learn these
vowels by the end of grade one. Nepalese grammar is rather diffi-
cult, as it comes out of Sanskrit. Grammar, then, is not taught in
grade one. The Nepalese language also uses different verb endings
for masculine and feminine forms.
It is estimated that at the most, only thirty percent of the
population speak Nepalese. Teachers are required to teach Nepalese,
although this may not be the mother tongue of the children. (5) If
Nepalese were the native tongue, there would be no difficulty in
communication within the country and in the training of teachers.
Up until the 1950's, very few books were printed in Nepalese and the
language had not made the same progress during the last fifty years
as the foreign and regional languages of India have done. (4)
Teacher Education
The two most pressing problems in teacher education are the
training of teachers and the lack of materials. There is, however,
a tremendous emphasis on teacher education. In 1967, there were
thirteen thousand four-hundred teachers of which ten thousand were
untrained. Ninety percent of the classrooms were far from satis-
factory, many had no windows, and there were sixty to
one-hundred
students to a room. (5)
Previous to the 1960's, most trained teachers received
their
now trained in Nepal.
education outside Nepal. Most teachers are
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Those on the staff of the College of Education at Kathmandu have had
training in the United States. The National Education Association
CNEA) sends American teachers to Nepal during the summer months to
t
run educat ion ; workshops and in turn the Nepalese teachers would con-
duct the workshops for their own teachers. Most of the workshops
would be for the primary school teacher. Although it may be the
summer session for American teachers, schools are still in session
\
during the workshops in Nepal.
New teachers have to practice teach about eight to ten weeks.
There is, however, a lack of supervisors to observe the student
teacher. If a headmaster is a practicing teacher, he may check in
on the student teacher. There are no reading specialists and teachers
are certified in the primary schools only.
The Government pays the salaries of the primary teachers and
half the salary for the secondary teacher. The salary still does not
match the other professions in Nepal, but it is coming up to a
"decent salary." (6) The teacher is well respected in the community.
There is no teachers' union, but there is a teachers' organization.
(3 )
Methods
The traditional method for teaching Nepalese is the whole-
sentence method. Just about the same method is used throughout
the
country. All vowels and consonants are covered in the
first year,
and by the end of grade one, the students should be
able to read a
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simple text or story. Writing and reading are combined, and some
teachers start using a text after the half year. Teachers have
freedom to use their own methods and these methods may change from
l
year to year.;
In a private school, the reading program will start at the
kindergarten. The children start off with conversation and then
after six months they will use a textbook and start the use of a
pencil and begin a writing lesson. The whole-sentence approach is
also used in the kindergarten. Analyzation starts in grade one.
In the government schools, methods have placed heavy emphasis
on drill and memorization. But the government realizes the danger
of this emphasis:
Children need to be taught how to form their letters, but
unless there is purposeful practice, learning will be
slow and meaningless. They need to know how to identify
words and gain ideas from symbols, but the practice of
this in reading about national heroes, about sanitation,
etc., develops the habits that we desire, (p. 96) (4)
In a third grade class at an experimental school just outside
Kathmandu, the teacher was introducing the story of Tensing, Hillary’s
guide. He spoke to the class about those special qualities that made
up a guide such as Tensing that they would not find in the story. (7)
Games in word meaning are played that include quizzes and con-
tests. Story-telling by the children is encouraged. Songs are
also
used as a deyice to teach the language. To introduce
children who
do not speak Nepalese, that is if their mother
tongue is not Nepalese,
the informal approach is used to build vocabulary.
For example.
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pictures with descriptive words in Nepalese are used in the class
adorning the walls. The belief is that if the teacher introduces
Nepalese words and phrases of action, the children should be ready
t
to start reading Nepalese by the middle of the year. (A)
About ninety minutes per day is spent in reading classes. A
traditional method of copying is the teacher placing the work
studied on the blackboard and the students copying this work in
their notebooks, if they have notebooks. The total amount of time
spent in language arts is usually two and one—half hours per day.
In Kathmandu, there may be special classes for slow learners,
but this would be rare and only in the private schools. Most
classes have about fifty students so the teacher usually divides the
class into groups and has the more advanced students help the
slower students. The only aide the teacher would have is the stu-
dent teacher. Unfortunately:
... no provision is made for the teaching of reading
skills. A manual accompanies the textbooks, but it is
of little help. . . . There is little coordination of
work among the agencies working in education, (p. 89) (5)
Testing
There are no standardized reading tests in Nepal. The teachers’
college at Kathmandu is preparing a test they may be used throughout
the country. There is an evaluation of each child at the end of the
year by the teacher and this evaluation is passed on to the next
teacher. Like the United States, students in Nepal change teachers
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each year. (6)
Since 1967, there has been an auditory discrimination test and
a visual discrimination test. Studies for further testing in hear-
ing, spoken vocabulary and spelling regulation are being conducted.
These results will guide the future writing of textbooks. (A)
Books
The prospects of reading materials in Nepal has been severely
criticized. One critic states that "the publishers in Nepal . . .
are very much profit-motivated and they keep a negative attitude to
the qualitative improvement of their production." (p. 13) (1)
Printing equipment has also been criticized as of poor quality since
the technological advancement in printing equipment has not,
A
apparently, reached Napal. This situation accounts for rather poor
quality of reading materials. The distribution of textbooks in
Nepal is difficult and expensive because districts are only linked
by airways. It is also estimated that it takes three years for the
sale of one thousand copies of a book other than a textbook in Nepal.
Fiction books may take as long as two years, (p. 21) (1)
The lack of sufficient printed material in Nepal makes the rating
of material difficult. However, in 1973, a survey of reading habits
of school children and college students had been conducted
by the
Slepal has to have its two-color air letters pr
inted abroad. (1)
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Sigma Mu Society of Kathmandu. The survey showed that textbooks
were the most frequently read material, with novels, newspapers and
magazines following. Of course, this survey could only be for a small
\
group. The Spciety did conclude that "poor vocabulary and lack of
suitable reading materials . . . as the main causes of poor reading
habits." (2)
Summary \
Nepal, unlike its neighbor India, has not been part of a
colonial empire and thus not sharing the educational influence of the
British educational system of the nineteenth and twentieth century.
Up until 1950, Nepal had followed a policy of isolationism. In the
1950’s, great strides were made to bring education to the people.
In 1972, a more practical-oriented vocational training was introduced
to augment the then established academic-type schooling.
Language remains to be solidified. But, unlike India, language
does not seem to be a major problem. The major problems are the
implementation of free and compulsory education with qualified
teachers and sufficient materials to teach.
Those fortunate to attend a primary school are usually taught
reading by a whole-sentence method. Supplementary aids are usually
5
The land area of Nepal is only 54,000 square miles
while India
has a land area of 1,269,640 square miles. The
population of Nepa
is about 11 million, while India has a population
close to 400
million.
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in the form of games, quizzes, contests, story-telling by children,
etc. There are no provisions for slow or retarded readers other than
grouping within the classroom.
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CHAPTER XII
' JAPAN
Education
The tradition of public education goes back over three-hundred
years in Japan. Fief schools under the Tokugawa regents were
established in 1620 and by 1755 all male children whose fathers were
more than foot-soldiers rank attended one of the more than two-
hundred schools. Besides the fief schools, there were also temple
schools and private schools. (6)
Today, all children between six to fifteen must attend a six-
year elementary school and a three-year lower secondary school.
Nine years of schooling is compulsory and free. Japan uses the
American 6-3-3 system. It is estimated that over ninety-nine percent
of children of compulsory school age are actually enrolled. (2)
The school year begins April 1 and ends March 31. In the
elementary schools, there are three terms, April to July, September
to December, and January to March. (10) Japanese children attend
school six days a week. (16) The Ministry of Education outlines the
basic framework for the school curricula, but every school organizes
its own curriculum in consideration of community characteristics. (10)
As in the United States, the child usually changes teachers
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each year. At certain private schools, such as Tamagawa Gauken
near Tokyo, the child stays for the first three years with the same
teacher. At this school, English language instruction starts at
l
grade one. >
Language
Japan is the only large nation which uses syllabic-sound
2
characters. The written language is a mixture of Chinese characters
and Kana symbols, which are syllabic characters. (3) In English, we
refer to our five vowels in alphabetical order. In Japanese, it is:
a, i, u, e and o, pronounced "ah, ee, oo , eh and oh." In Japanese,
speech words end with a vowel or the consonant "n". No two conso-
nants are found together unless one of them is an "n" or unless the
same sound is doubled. The double consonant means a tiny pause
between the two consonants.
In Japanese, four separate writing systems are used, Hiragana,
Katakana, Kanji and Roma-ji. Hiragana and Katakana are phonetic
sounds. Their relationship between written symbols and spoken
sounds is very regular. These two are "easy to learn. (16)
Children can read Hiragana before they start school. When a child
1
There are many different cases in both private and
public
schools. In some schools, four out of six classes may
change
teachers. (19)
2
The Cherokee Indian written language also uses
this system
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has learned three Hiragana symbols, he can write five more by com-
bining them in other orders. (16)
Hiragana is written in a cursive style and is a Japanese inven-
tion consisting of forty-eight characters of purely phonetic
syllabry
. Katakana is also a syllabry of forty—eight characters
•
While Hiragana is a flowering, cursive script, Katakana is angular,
squarish and stiff, and may be also used to transliterate a foreign
word. Kanji are Chinese ideographs or characters used for "solid"
words such as nouns, adjectives, and verbal stems. Hiragana is used
for the verb endings, participles, frequent proper nouns, personal
nouns and conjunctions. A typical paragraph of Japanese may include
Kanji, Hiragana and Katakana, even within one sentence. Roma-ji is
the application of the Roman alphabet to Japanese. To ease the
transition from Hiragana to Kanji, a method called Furigana is used.
4
In this system, Hiragana is attached in small print over the Kanji
in phonetic reading. The combination of Kanji and Hiragana in
written Japanese is the most frequently used form. (16) Since a
child can read Hiragana, and Kanji is introduced during the primary
grades, books and magazines are printed in a combined Kan j i-Hiragana
^"The primary function of Katakana is to spell (or write)
foreign words such as Gloger, New York, France and Europe. Katakana
is also used to write onomatopoeic words. It may be encountered in
advertisement, but not usually." (19)
*•».
. . is true only when the sentence is written horizontally.
In the case of vertical writing, Hiragana is attached on the right
side of the corresponding Kanji." (19)
336
style. This is also frequently used in children’s graded maga-
zines.^
Japanese can be written horizontally or vertically. It has
never been prbven, to date, that horizontal writing is more legible
than vertical. The legibility of horizontal printing has improved
greatly over the years in Japan, and many a Japanese reader feels
just as comfortable reading horizontally as well as the traditional
vertical reading. A Japanese will open at what we consider the
"back" of a book and the reader begins in the top right hand corner
and reads down vertical columns, crossing the page from right to
left. There is a trend, however, for magazines to open the American
or European way.
The nature of the Japanese language may be the cause of the very
low rate of poor readers in Japan. ^ The Latin alphabet cannot be a
comparable object to the Japanese. Kana (Hiragana and Katakana)
represents syllabic sounds that are consistently read in the same
way. The Latin alphabet represents unitary phonemes. Or, "whereas
each syllabic sound is represented by a specific corresponding Kana
in Japanese, as each phoneme in the ’ita' medium in English, th^s
is not the case in the traditional use of the Roman alphabet in
*We would call these graded magazines "comic books."
^Japanese culture probably has to do with this.
"... educa-
tion, as a whole, depends far more on the background cultural
influences than on the formal school system." (p. 314) (6)
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English." (p. 459) (16) Dr. Kiyoshi Makita, a Tokyo psychiatrist
interested in children’s disabilities, concluded in 1968 "that read-
ing disability is rare in Japan because each letter in Kana script
. . . is always read in one consistent way, whereas reading dis-
ability has an unusually high incidence in the English-speaking
countries because ... in English a letter is pronounced in various
ways." (1)
Mrs. Mitsuko Ito, a reading specialist on the staff of the
gIchikawa Elementary School near Tokyo, claims that the Japanese
language is really difficult in the sense that "in the
. . . language,
each word has some more meaning behind it so it is very important and
also a very difficult thing to connect the heart and the mind and
the whole word itself. The Japanese language has meaning behind it,
but these days, modern times, people are forgetting it so we have
to connect the word, the mind, and the heart. The word—the language,
and the meaning and the mind, these three are one—is the taste and
A study was conducted on eight second grade inner-city black
children with clear reading disability to read English material writ-
ten with thirty Chinese characters. After three months, the children
read the Chinese sentences adequately. "The authors felt that the
discrepancy between the children's growth in the ability to read when
Chinese characters were used as opposed to when the traditional alpha-
bet was utilized might mean that the phonemic representation of our
present system contributes to reading difficulty. The hypothesize
that the syllable might be more appropriate a vehicle for introducing
reading." (p. 377) (23)
Q
°A school noted for its experimental reading programs. Each
member of the staff is a reading specialist, including the principal.
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the beauty of the Japanese language." ( 5 )
This investigator asked Mrs. Ito if the child does not have the
mind or understand the beauty behind the word, does she think that
he will have difficulty in his progress in learning to read?
Mrs. Ito stated that "this is true." Like flower arranging, the
tea ceremony, there is beauty, meaning and tradition behind reading,
and the subject is better understood and appreciated if the mind
understands this. Perhaps it can be explained further:
Why do they do it? Partly from force of habit and tradi-
tion, a force that is enormously strong in Japan. But
they also stick to their difficult calligraphy because
they recognize its beauty. The pursuit of beauty and the
enjoyment of beauty are more important to the Japanese
than they are to almost any other people on earth. Rich
and poor, educated and illiterate, all share this deep
concern, and it reaches into almost everything they make
and do. ( 12 )
Because Hiragana is understood by the six-year-old before
entering school, it is used in the beginning reading program.
Dr. Takahiko Sakamoto of the Japanese Reading Association claims
that in 1972:
Children in Tokyo read an average of 30.0 out of 46
Hiragana on entering elementary school . . .5.8
Katakana, 5.4 Kanji and 719 Arabic numerals.
... It was found that reading readiness in Japan is
attained at about the age of four and one-half years
of age. 9 (pp. 446 -447 ) (16)
^Through the use of the Sakamoto Reading Readiness Test. (16)
This makes Japan one of the few countries in the world to use a pre-
kindergarten test.
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Hiragana is not taught in nursery schools or kindergartens. The
children learn Hiragana through family and home activities.
The Ministry of Education has designated nine hundred ninety-
six Kanji characters or ideograms of the basic one thousand eight-
hundred fifty, to be taught to children by the time the finish grade
six. (21) In grade one, forty-six Kanji are taught; in grade two,
one hundred and five; in grade three, one hundred eighty-seven; in
grade four, two hundred and five; in grade five, one hundred ninety-
five; and in grade six, one hundred forty-four.
Teacher Training
Elementary teachers are trained in a four-year elementary
teacher training course at universities. (2) Teachers must have a
university degree (B.Sc.) to teach. There was a time when a young
adult could become a teacher just by graduating from secondary
education. Although this is now rare, the "teacher" would have been
assigned duty in a remote area. After several years on the job, the
teacher could take an examination and if he passed that examination,
he then could receive a teaching certificate. (18)
Since there are no special reading teachers or remedial teachers
in Japan, there is no certification of reading nor are there any
10
It was found in 1969 that kindergarten teachers taught
Hiragana if requested by children or corrected mistakes in reading
and writing. As a result, the Ministry of Education was considering
five-year-olds in the formal school system. (16)
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departments of "reading" at schools of education. The only courses
offered in children’s media are literature, television, radio, and
"Children's Culture in Reading." (20)
Teachers* in Japan teach the class, in most cases, one year and,
by law, have a maximum of forty-five students in the elementary
classes. In 1971, the average number in each class was thirty-five.
year, a little more than half the teachers in the elementary
schools were women. (2)
Teacher Salary
Salaries do not vary much throughout the country and a teacher's
salary is determined by education and length of service. (21) The
annual starting salary of a teacher with a university degree is
$2,389. There are bonuses given three times during the school year
and they amount to $2,389. The salary of a first-year teacher, then,
could total $6,095.'*''*' No credit is given for inservice courses such
as extra salary. Courses, however, look good for records, especially
when teachers apply for graduate degrees. (5) Teachers' salaries
are paid by the prefecture and the national government. (10)
Methods
Kana (Hiragana and Katakana) is taught by the "vord-method" or
11
As of May 1972.
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12the "writing-method," tracing with the finger on the table or in
the air. (16)
13In teaching Kanji, the "radical analysis method" is sometimes
used. Every Kanji that contains the same radical, as in pond, river,
wave, sea and swim, is taught separately as the teacher picks up
those Kanji, occasionally, and teaches about radicals. Some Kanji
have pictographic origins and children may learn these Kanji symbols
early and rather easily. (16)
One of the most widely used methods is the "three-step method"
called Sandoku-ho. The first step consists of having the child read
aloud and then give a brief summary of what he has just read. Read-
ing errors are caught in this step. The second step consists of
reading in more detail, thinking over the entire story for compre-
hension, and the thirty step is to appreciate the moral of the
story. (16)
Another method, the "one-step synthesis method" or "single
reading synthesis" (Icidoku-sogo Ho) , is in opposition to the "three-
step method." It emphasizes synthesis and rejects analysis. Advocates
of this method claim that a one-time reading only is needed, with
pauses at points the child does not understand or of something
1 2
Similar to the Femald Method.
^Kanji is interspersed with Hiragana.
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14important. Reading the whole story rather than chopping up the
story into parts or reading the whole story for comprehension and
summary is, seemingly, now preferred. (5)
The methbd the teacher uses depends on the structure of the
textbook used. The same method would be used in the same grade
among all the classes in a school. Since one textbook is usually
not enough, the library and other sources are utilized. (5)
Time for Reading
In grade one, language arts compromises seven hours per week
or two hundred thirty-eight hours per school year: nine hours per
week in grade two or three hundred fifteen hours per school year,
and eight hours per week in grade three or two hundred eighty hours
per year. (2, 10) Although the time for the study of the Japanese
language varies from seven to nine hours per week in grades one to
three, which is about one-third of the time the student goes to
school, the reading process is going on all the time as it is included
in other subject matter. It is estimated that twenty-five percent of
class time is devoted to learning to read. (5)
Remediation
According to Dr. Takahiko Sakamoto, "there are no special
^Mrs. Mitsuko Ito of the Ichikawa Elementary School near Tokyo
has told me that one of the greatest improvements in the teaching of
reading is this particular method.
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reading teachers or remedial teachers in Japan." (p. 451) (16)
Although it stands to reason to expect children with poor reading
capacities among Japanese primary grades, there has been no report
of children with learning difficulties. In 1966, Dr. Kiyoshi Makita
sent a questionnaire to two hundred forty-seven school teachers
asking them to "report children to whom teaching reading was diffi-
cult in any way." Covering almost ten thousand students, the
"incidence of such poor readers was but 0.98 percent of the surveyed
children." Dr. Makita concluded that the percentage of children
with reading difficulties in Japan can be as much as twenty times
lower than other countries, (p. 459) (16) Dr. Makita believes that
the "nature of script itself as a causative factor of reading dis-
reading disability has been overlooked and considers a reading
Dr. Takahiko Sakamoto, Director of the Science of Reading,
The NOMA Institute of Educational Research in Tokyo, gives five
reasons Japan needs only a minimal (if any) remediation program,
and these reasons for the high rate of literacy in his country.
(1) The initial use of phonetic symbols—Kana—which
are easy to learn.
(2) The compulsory education program which, over a
period of one hundred years, is strictly
organized ....
15
Dr. I. Sakamoto claims that "regretfully, experimental
studies
on remedial techniques of reading disabilities are still
lagging.
(15)
abilities." (p. 65) (8)
disability more a psychological than neuropsychiatric problem.
15
(9)
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(3) Japanese parents have great respect for educa-
tion.
. . . Making sacrifices for a child's
education is a common part of Japanese parent-
hood.
(4) There are good reading materials, in great
quantity, at low prices.
(5) Reading movements have been successful, (p. 444)
( 16 )
Since "specific provision for children who fail reading is
almost non-existent in Japan," school teachers have, nevertheless,
been able to handle any reading problems and because of this, the
students can catch up with their classmates. (16) Slow learners are
taken care of after school.^ There is no problem in reading Kana,
only Kanji. (5) Sometimes there may be grouping in a class and a
brighter student may help the group. (5) Sometimes very young
children may write Hiragana reversed, but since it makes no sense,
they quickly correct their mistakes. (18)
Testing
There are nine reading ability tests, one reading readiness
test, and one reading interest scale in Japan. These tests have
been standardized nationwide. The Sakamoto tests are the most widely
used throughout the country. There is a unique test, The Cloze
Reading Test
,
prepared by Dr. I. Sakamoto and it is based on
^Mrs. M. Ito of the Ichikawa Elementary School works with ten
fifth graders after class on Kanji.
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Taylor s theory of the cloze procedure. (17)
Teachers in the primary grades test their students once a week,
others everyday, and some do not very often. (19) The testing is
done for comprehension. Students are tested every other year by a
standardized test given by the prefecture of the city. (5)
Educational Television and Radio
The results of a survey (1971) revealed that television
and radio were spread nearly one hundred percent in all
types of schools, but the rate of utilization of radio
and television were particularly higher in nurseries,
kindergartens, and primary schools, (p. 141) (14)
There are six weekly radio broadcasts and six repeats for primary
schools dealing with the Japanese language. There are separate
broadcasts for each of the six grades. The programs are fifteen
minutes in length. (14) There are teacher's manuals to accompany
the broadcasts. Pronounciation is stressed on the radio programs in
recognition that some teachers, as well as they teach reading, do not
have the proper acceptable pronounciations.
If a teacher is not well versed in a certain subject, the
lack of knowledge can well be supplemented by some pro-
grams. ... It goes without saying that the audio-visual
method aids teaching and helps promote greater interest
in learning. (13)
The children just listen; they have no books in front of them.
Schools can obtain copies of the Japanese language programs. Phrases,
pronounciations, expressions, and words are all contemporary. (24)
First and second grade classes hear folk stories, but not warrior
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stories. There are traditional and modem stories as well.
There is a feedback on the programs, but it is not too elaborate.
Reactions are welcome and looked into. If teachers report that
children fall, asleep during the program, that is an important feed-
back! Just a sample of teachers are sent a questionnaire every
year. Japan has had educational radio since 1935.
There seems to be no need for a television program on reading
because pre-school children are taught to read by the parents at
home. So by the time they enter school at six years of age, almost
all children can read, and some possible write. How to catch up with
modern technology, television, and its use in the reading room seems
to be the problem, and how to understand and then create and develop
it for the teaching of reading. (5)
The only television programs for primary grades are story shows
done with puppets and a show called "How to Talk Well," which was
started in 1966. The show has five broadcasts during the week. All
television and radio programs come during class time. The Japanese
Broadcasting Corporation (NHK) does respect and tries to cooperate
with the Ministry of Education. One of the goals of NHK is the
enrichment of the curriculum.
There are twenty minute television programs for the deaf,
speech correction classes, and programs for the mentally retarded.
(14) In 1971, "Sesame Street" was broadcast, mainly for English as
a second language. The schools in the large cities have either a
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radio or television studio used by the fifth and sixth grades of the
elementary schools. (5)
Books
All textbooks used in the elementary schools are published by
commercial publishers. The Ministry of Education publishes books
Oftly for special schools. Before the commercial publishing company
can print a textbook, the author must submit draft copies of a
proposed textbook to the Ministry of Education. A list of authorized ’
textbooks is then sent to schools. (2) To date, no research has
been done to determine a superior text. (16) A textbook, once
adopted by the school, is used for three years. Textbooks are free
for elementary students. (2) The list of books given to municipali-
ties for their selection makes it difficult for communities to pick
books of relevance. (20)
Children go to their school library and can take out or read in
that library. There are also classroom libraries. Usually, once a
month the entire class will go to the library for one hour.
Individually, they can go to the library once a week. (5) Since the
Ministry of Education permits only five or six textbooks in primary
grades, they may not be relevant for the child. Therefore, it is
most important that the child see relevant books in his school
library. (18)
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Japan has a unique and popular system of graded magazines.
They are printed for every age group and can be purchased at any book-
store or novelty shop throughout the country. They are more
voluminous than American "comic-books" and the illustrated stories
do tend toward soft-core pornography for the older groups. It is
not considered proper for middle-income people to buy these.
Classroom Observations
The Ichikawa Elementary School, in a suburb of Tokyo, is a
rather famous school in Japan. A large percentage of its students
eventually go on to Tokyo University. The principal is the president
of the Japan Principals Association and the school recently cele-
18
brated its 100th anniversary in 1972.
What makes this school famous, educationally, is that it is the
only elementary school in Japan that will "experiment with a new
reading program. If a teacher or educator anywhere in Japan creates
a reading program, writes it up in acceptable form that can convince
the school to implement the program, it may be accepted. The faculty
and the principal are specialists in reading. Yet, it is still a
neighborhood school. Children are not transported to this school
from other areas because of its unique reading programs.
17
To Americans, they may appear to be "comic-books.
18
Ichikawa' s sister city is Gardner, California, and
the faculty
of Ichikawa are rather proud of this.
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In a first grade class, a teacher writes the title of the text-
book on the board. She allows the class to read orally as a group.
As the teacher listens to the class read, she will occasionally read
with them. She will ask questions on the story. There is much
interchange between class and teacher and much oral class reading
as well as individual reading. There are forty-four students in the
class and they are just finishing grade one, ready to enter grade
two in two weeks. The teacher writes sentences on the board either
taken from their reading or based on their reading. The class reads
these sentences. They then use a notebook with graph paper type
pages to write the sentences, symbol by symbol. As the students
finish their copying, their teacher calls on them individually to
read what they have written. When they finish reading, they ask
their teacher for approval. The class time is forty minutes in
length. (4)
Mrs. Ito’s fifth grade class at Ichikawa Elementary School was
having their first class in calligraphy, when I observed that par-
ticular day. Before they begin their calligraphy, Mrs. Ito stresses
the position of the body as most important. This is discussed in
relationship to how sports are played, such as balance of weight of
body (forward) and relaxing the shoulders. The use of the whole
arm in calligraphy is also stressed. Then, under the direction of
Mrs. Ito, the students form two characters on their special paper.
Mrs. Ito uses a large brush and water and demonstrates how the brush
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should be handled to get the proper width of the various sections of
the Kanji character. Mrs. Ito demonstrates how to print the symbol
on the blackboard with her oversized wet brush. The students are no
strangers to calligraphy as they have started calligraphy classes in
the fourth grade. The words that the students print in this lesson,
as in other lessons, have moral meaning. The two Kanji characters
formed this day were "endeavor" and "effort." Although this is a
very modern school, I was surprised to see the students using old
wooden desks and there were two students to a desk. Perhaps the
old desks, although in good condition, were part of the calligraphy
atmosphere. (5)
At the Fujimi Elementary School in Tokyo, Miss Tanaka, a
teacher of forty second grade students, was reading a story with her
class interspersed with Kanji. On the board she had written the
title of the story, about a cow sitting on a railroad. Students also
take turns reading sections of the story. Miss Tanaka compliments
the class on good reading and then asks questions on the story for
comprehension and also asks questions on the structure of the story.
"When does the first part begin?" "The end of the second part?"
This was their homework assignment. Sometimes the students agree and
disagree with the answers volunteered by their classmates and both
explain their reasons. The children have been taught to analyze the
story. (20)
The room has an overhead projector and Miss Tanaka utilizes this
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machine to show pictures taken from the book based on the story the
students have just finished reading. Children try to find the
sentence that describes the picture. A picture representing each
part of the books is shown on the overhead. Miss Tanaka prepared
the overhead illustrations herself.
Next, a child is invited to the front of the room to tell the
four important points of the story, how, what, where and who, in that
order. These points are written on the board by Miss Tanaka. Stu-
dents applaud when he is about to begin and they attentively listen
to hear if their classmate does it right. If the illustration
Miss Tanaka has prepared for the story will help illustrate the
major points of the story, the student is allowed to use the over-
head to illustrate his discussion.
Another approach Miss Tanaka uses is to show one of the students
four pictures on the overhead taken from a story the class has
finished, and this student must tell the story the picture illus-
trates to someone who has not read the story. Miss Tanaka also uses
this approach in showing pictures on the overhead that the class has
read months ago. The children have learned a pattern in telling a
story. Miss Tanaka uses much humor when she presents the pictures
to the class, especially during the last part of the class time.
Miss Tanaka’s room is similar to a middle to upper-middle
classroom in this country. Not only does it have the overhead, but
the room also contains a tape-recorder which is used by each student
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at the end of the year to record a story they have written in class.
There is a television set in the room for educational television
broadcasts in social studies, science, music and moral education.
Each student has his or her individual desk and chair. There is
also a small class library.
Summary
The tradition of education established over three hundred years
ago, for children of the Sumari, allows for an attitude of free and
compulsory education for nine years in Japan.
When the Japanese student enters school at the age of six, he
already has knowledge of one of the four writing systems—Hiragana.
The teaching of Hiragana is extended in the elementary classes and
with this the more complex Kanji symbols, or ideographs, are intro-
duced. A total of nine hundred ninety-six Kanji symbols must be
mastered by grade six.
The low rate of reading disabilities in Japan is credited to the
very nature of the Japanese language. Since children have knowledge
of Kana (Hiragana and Katakana) and these syllabic sounds are con-
sistently read in the same way, this may be one of the reasons that
reading disabilities are rare in Japan. The romanticists claim that
another reason for low reading disability is the beauty of the
Japanese language.
Teachers for the elementary grades receive a university degree.
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There is no speciality in remedial reading and teachers specialize
in reading after they have received their university degree. This
does not mean that there is absolutely no need for remedial teachers
t
in Japan. Problems do arise in the learning of Kanji characters.
Teachers work with students after school to help them in their
Kanj i
.
Kana (Hiragana and Katakana) is taught by the "word method" or
"writing method." There are three methods in teaching Kanji: The
"radical analysis method," the "three step method," and the one
step method." The "one step method" is seemingly the more popular.
This method emphasizes analysis—the reading of a story for compre-
hension.
There is an abundance of standardized tests in reading for
teachers to utilize. Testing is conducted formally and informally
either every day or once a week in most schools.
The Japanese Broadcasting Corporation (NHK) has created a
radio
broadcast for primary classes. In these broadcasts, pronoun
elation
is stressed rather than the actual teaching of reading.
Educational
broadcasts are used more to supplement rather than to
teach. "Sesame
Street" is televised only to aid those learning
English as a second
language.
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CHAPTER XIII
AUSTRALIA
' NEW SOUTH WALES
Education
Although originally an English colony of the nineteenth century,
Australia did not imitate England. It created its own traditions of
life through the help of its convicts, bushrangers, miners, shearers
and cattle-drovers. It was a hard-working colony, proud of its
Anglo ancestry but adopting only those institutions that proved
adaptable to the geography, climate and hardships of the new land.
Later, the newer immigrants from non-British empires would also not
concern themselves with traditional English influence. One of the
few institutions that Australia did keep was education. But since
England is no longer an empire, there may appear to be much change
in Anglo education in Australia. (14)
Compulsory education in New South Wales starts at the age of
six and is compulsory up to the age of fifteen. Those under six may
be admitted to the first grade if room is available. No child under
four years and nine months is allowed to enroll in kindergarten.
Kindergarten through grade two is called "infant school and usually
has its own headmistress. The primary grades are three through six
and secondary school is four to six years after primary school.
Those entering secondary school are usually twelve years of age.
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Students who do not wish to complete the six years of secondary
education may take a public examination after four years. If suc-
cessfully completed, fhey may go to work. Those going on to a
university sthy the six years. (22) The school year begins in
February and finishes before Christmas.
The 1957 Public Instruction Act created the Department of
Education in New South Wales, as well as in all states, and allowed
the decentralization of the educational administration of New South
Wales. The state was divided into eight areas with its own education
director for each area. The Sydney office takes care of the Sydney
area. Primary and secondary inspectors were allotted and given a
certain number of schools for "their particular oversight." (p. 3) (3)
New South Wales, as well as the country, has a large proportion
of one-teacher schools because of the low population density in all
states. This may be slowly disappearing as better roads and central
schools are established.
Teacher Education
Until a few years ago, a teacher preparing for an elementary
position had two years of basically methodology courses. This is now
changing to three years at colleges of advanced education. A
"Diploma in Teaching" is granted after the successful completion of
these three years. Some graduates do go on to a university to
receive their B. A. in Education. They can specialize in infant,
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primary, or secondary education. Teachers get their State Certificate
after three years of successful teaching. The headmaster is the judge
of their teaching ability. If the State Certificate is denied
because of the recommendation of the headmaster, the teacher can
appeal to the inspector of schools and even higher. (6)
It has been traditional in Australia that the majority of
elementary school teachers were men. Now there is a trend in the
opposite, much to the worry of educators. This is extremely felt in
the area of coaching sports which is traditional in Australia. Men
seem to go into other fields now. In 1960, for example, male
teachers made up sixty percent of the teaching profession in the
elementary schools of New South Wales. Presently, teacher’s colleges
have one male enrolled for every five females. (6)
The first teaching assignment that a new graduate receives may
not be to his or her liking, but there is hardly any choice. Stu-
dents have received a free education and a living allowance. They
must commit themselves to two or three years of teaching at locations
determined by the State Department of Education. (13)
Teachers have the option to move from one location to another
in New South Wales every few years. This is necessary in order to
achieve promotion to principal or even to the Department of Education
in Sydney. It is not uncommon to find that a headmaster or a member
of the State Department of Education has moved six times in the past
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twenty years since leaving a teacher's college. 1 Lists are published
annually showing where every certified teacher is in relation to
promotion. If a teacher become eligible for promotion, which may
mean moving to a less desirable location, he does have the option to
refuse and the next in line is given the opportunity.
In 1970, there were approximately one-hundred thousand teachers
in Australia. This represents two percent of the work force of the
country. This figure is considered to be too low. One estimate
claims that there should have been a minimum of one-hundred fifteen
thousand teachers in 1966! This low number is supposed to be a con-
tributing factor to the loss of morale among the teaching profession.
The moving about the state does not seem to appeal to the new
teachers anymore. (4)
Another feature of teaching ... is the transfer system
which makes the teacher subject to appointment anywhere
in the state. ... it still remains a prominent and
unpopular feature in the system, and almost certainly is
a decided deterrent to some. (p. 132) (4)
Australia once did have a very serious problem of not having enough
teachers to accommodate its growing population. Recruitment offices
were established in England, Canada, and the United States of America
to encourage teachers to consider Australia as a teaching career.
1
The state pays for moving expenses. The state does not encourage
male teachers to remain indefinitely in one area. Female teachers
may stay longer because of their husband's occupation or
indefinitely
because of their husband's business. It is, therefore, very rare
that
a child may say "my father had Mr. Jones for his teacher
also.
361
This has recently changed for New South Wales as this state has closed
its recruitment offices overseas. (18)
Reading and Remedial Reading Programs at Teacher’s Colleges
Mrs. Gwen Crago of Ballmain Teacher’s College, near Sydney,
teaches courses in remedial reading. She emphasizes diagnosis and
teaching rather than background or theory. All of her one hundred
fifty students have to find a backward reader during their practice
teaching year, their third year, and carry out tests and teaching on
a one-to-one basis. Part of their course credit includes this work
with the backward reader and counts forty credits toward their one
hundred points on their final examination. In their second year,
they have to spend three hours a week in schools as part of their
reading course. Her students also hear visiting lecturers speak on
reading and remedial reading, and they receive visits from manu-
facturers of reading equipment. In addition, the students also visit
schools and talk to reading teachers. (9)
In October, Mrs. Crago receives twenty experienced teachers from
the State Department of Education to take a special remedial course
for the last nine weeks of the school term. All expenses are paid by
the Department. For these experienced teachers in her special
October class, Mrs. Crago stresses theoretical lectures. These
teachers also work with a backward reader in a school two hours per
week. The teachers are lectured by neurologists, opticians, infant s
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school instructors to talk on language experience, speech patholo-
gists to talk on speech, remedial teachers to talk on techniques, and
lectures on audiometries and physical education. (9)
In both her courses, for undergraduate and for experienced
teachers, Mrs. Crago stresses perceptual development, development of
language, and diagnosis. For testing, she prefers Daniels and Dyack,
Wepman Auditory, English Holbom Tests for Obtaining Reading Age,
Schonell Tests, Doman Test for Phonic Word Knowledge, The Tansley
Tests, and tests of laterality. (9)
Professor John Braithwaite of the School of Education at
Macquarie University near Sydney is concerned with "the procedures
followed in universities and colleges of advanced education in
acquainting prospective teachers about the psychology and methodology
of teaching reading." He has sent out a questionnaire to universi-
ties and colleges asking for information about their procedures.
Under the heading "Current Practices Relating to the Teaching of
Reading," Professor Braithwaite asks:
(1) Does your institution train prospective:
Infant
Primary
Secondary
Remedial teachers?
(2) How many years of training are given to prospective
Infant
Primary
Secondary
Remedial teachers?
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(3) How many hours per week would each student come into
timetabled contact with all lecturers within your
institution?
Infant
Primary <
Secondary
Remedial teachers?
(4) Over the total period of training, please indicate
how many hours would be spent in instructing students
about the methodology of teaching reading?
Infant
Primary
Secondary
Remedial teachers?
(5) Approximately what percentage of the time indicated
in Question 4 would be spent in acquainting students
with the psychology of reading as distinct from the
methodology of reading?
Infant
Primary
Secondary
Remedial teachers?
(6) What reading texts do you prescribe or recommend to
your students?
(7) Any other comments. (6)
Professor Braithwaite has been reluctant to publish the results of his
questionnaire because at the time the survey was made there was a
"re-thinking ... of our teacher education and university education
programmes, and this would have made publication an historical event
of little meaning." (7)
Certification in remedial reading is not put on the teacher's
certificate. (9) The remedial reading teacher usually does get a
special budget for her class but no extra salary. (6) There are no
reading clinics in schools and in colleges. Student teachers are
sent out to schools to work with children, like Mrs. Crago's student
teachers. There are seventy-two remedial teachers spread throughout
2New South Wales. Used as resource people, they spread themselves
out among the* one hundred inspectorates in the state. (8) The
Department of Education would like to see one in every town. Although
highly trained, these remedial reading people are sometimes in for a
shock when they are sent out to the "hinterlands" or to schools that
do not have modern equipment. But they are welcomed and well
received. (8)
There is no remedial training on the secondary level at present
3in New South Wales. There is no secondary course available in uni-
versities or teacher's colleges for teaching retarded reading students
on the secondary level. There had previously been a program of slow-
leamer teachers who were primary trained and put into secondary
schools, and there they taught the very slow-leamers
.
(13) Australia
traditionally has maintained that elementary schools should be con-
cerned with the skills and high schools with content. It has usually
been the responsibility of the English teacher in the high school to
teach remedial reading. (2)
Remedial Reading in Schools
Mrs. Olive Nichols, retired Inspector of Secondary Education,
^As of April, 1972.
^As of April, 1973.
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stated:
Our programme of remedial reading at the primary and
elementary level is good, but I'm afraid there is not a
structured setup at the secondary level. Individual
teachers of slow—learners do their best at the secondary
schools,; but you will not find many specially trained
folk specializing in this field in our high schools. (20)
The Depattment of Education in New South Wales is very concerned
with remedial teaching and increasing attention is being given to
children with reading retardation. These children do not necessarily
have a lack of capacity but have had interrupted schooling and perhaps
a specific learning disability. As a result of courses given to
experienced teachers, the Department now has many teachers who are
highly trained in diagnostic testing and remedial teaching. (12)
These remedial teachers may be attached to a school full-time for a
specific number of months or they may commute between schools during
the school year. There are four remedial reading centers that pro-
vide aid for disabled readers from surrounding schools service.
Children that need remedial work are included in a special
class attached to a normal school or have special assistance in a
normal class. The Department of Education of New South Wales also
provides for a small number of children with acute learning dis-
abilities. These classes are known as OL (language disability)
classes and are limited to six students. Classes in normal schools
for the slow learners are described as Opportunity A (OA) classes.
The OA class can be placed in either primary or secondary schools
and classes are limited to twenty-two students. The curriculum
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enables a student to work to the level of his ability in the basic
school subjects. With the slow-leaming pupils in the secondary
schools, "efforts are made to provide remedial instruction in the
basic subjects in which particular difficulty has been experienced."
(p. 8) (12) The Department of Education does allow the parent the
right to accept or decline the type of placement offered. (12) How-
ever, in the case of a remedial reading class, it is not necessary
to ask parents permission to place their child in that class. Parents
in New South Wales have turned their children over to the school with
the knowledge that they will be educated. (13) Yet, remedial reading
programs in Australia, as a country, are rare. Some argue that the
backward reader is "further handicapped by the lack of well-founded
teaching ideas." (p. 180) (21) Professor A. W. Anderson of the
University of Western Australia argues that while Australia has put
much money into science labs, "no money has been made available to
provide library resources in order to improve literacy. The educa-
tional system ... is hostile to efficient reading." (2)
Many students who enter tertiary (university) education have
poor reading skills and others have had to develop reading skills on
their own "within the context of an educational system which, in a
sense, is hostile to efficient reading." (p. 46) (2) Who, then,
should be blamed, especially on the secondary level? Considering
that the English teacher trains his students to "cope with literacy
reading tasks, who is responsible?" The best person, many agree, to
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deal with the language problems "peculiar to the subject is the
subject specialist." (p. 49) (2)
> /
.
Reading Curriculum for Primary Schools4
The New South Wales’ aims for reading in the primary schools
are
:
To teach children to read;
to encourage ... a love of reading . .
.
;
to provide a means . . . they can learn . . . seeking
out information;
to introduce them to . . . literature, and to
develop . . . discrimination in . . . reading mate-
rial. (p. 73) (11)
The curriculum acknowledges that each class will have a range
of reading abilities and wants each child to receive instruction at
his or her own level. No particular method is advocated, but a com-
bination of methods is encouraged and these methods should vary
according to individual needs. Reading materials are determined by
the needs, interests and developing skills of the child. (11)
The pattern of development of the reading process consists of
five phases:
Preparation Development
Early Achievement
Growth in Reading
Widening of Reading Abilities
Appreciation and Enrichment
^Department of Education, New South Wales, Curriculum for Primary
Schools, Government Printing Office, Sydney, Australia, 1969.
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Positive attitudes toward reading are formed by a rich background of
learning experiences. Teachers are encouraged to "provide an environ-
ment that will encourage the child to speak freely
. .
. (p. 76)
(11) In this Preparation Development" phase, experiences should be
drawn from the home, community, art, music, literature, games, and
even special days. All these background experiences are used to
form concepts. Specific learning experiences are used to
form concepts. Specific learning experiences, such as auditory,
visual, and kinesthetic activities, are encouraged.
In the "Early Achievement" phase, the child should have developed
the skills needed just before beginning a simple reading text. He
should now have the ability to read or recognize words by sight.
This should be done by developing his word attack skills in phonic
analysis, structural analysis, using the dictionary, and comprehen-
sion. In this phase, the child should be able to attack new words
with confidence; recognize capital and small letters; follow simple
written directions; and to work independently at simple tasks involv-
ing reading. (11)
Intensive reading is the goal in the "Growth in Reading" phase.
Here the child will enlarge his vocabulary, increase his dictionary
practice, and also comprehension skills, and develop reading for
appreciation. Speed reading and individual recreational reading is
also encouraged. In the "Widening of Reading Abilities" phase, study
skills, interpretation skills, and rapid reading and skimming is
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stressed. The reading and discussing of controversial matter,
evaluating the author's sincerity and accuracy and the general appre
ciation of literature is found in this phase. The last phase,
"Appreciation* and Enrichment," includes the child's ability to read
for both learning and for leisure, make critical judgments, and to
be able to write original stories. (11)
Methods
Like other English-speaking countries, there are many methods
and there is a great deal of variety in methods from grade to grade.
(6) Miss Jean Richardson stated that "we have taken the mid-way
course and because of this we have retained the best of the word-
attack skills and at the same time we have given the children the
language experience background." (25) She further claimed that
"because of the importance and far-reaching effects of this skill in
all avenues of learning, reading needs to be taught, scientifically,
systematically and objectively." (p. 29) (24)
Mrs. Gwen Crago of Ballmain's Teacher's College believes that
speech is very closely related to difficulties in reading. She stated
to her students:
When you teach a sound, teach them how to make the sound
and teach them to recognize the symbol at the same time,
so that they connect these three things up. ... When
you teach them a sound, they should not only look at it,
they should not only hear themselves say it, they should
immediately go back from the listening and the looking
into the listening and the writing, and I insist in these
days ... if we teach the five vowels we carry out this
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method (similar to the Hay-Wingo Method) and we listen
... and we put them in their place and this kind of
^ k?
b
i
t ° f W°rk 8063 °n every tirae > 30 if you teachthe blends
. .
.
you listen for them and you write
t em in their places. If you teach words with these
sounds, then you 'listen to them and you write themin their; place. So everything you are teaching in the
auditory field and in the visual field you carry backinto the kinesthetic field so that they listen and con-
vert into the symbol.
. . . Sight and phonics are com-bined and emphasized. (9)
Words in Color" is used throughout Australia but more so in
New South Wales. It is estimated that four percent of the schools
use the program and that Catholic schools use it more than the state
schools. It was introduced into the Catholic schools by
Sister Leanore Murphy RSC of Sydney. The "Words in Color" scheme was
not only influenced by Sister Leanore but also by Dr. Getagno, the
author of Words in Color," who is well known and respected in
Australia. His "Quisanairre Rods" for the teaching of mathematics
has been used with great success in New South Wales. The state sup-
plies the Rods to all schools. This is coupled with the fact that
there have been some very persuasive teachers who have used "Words in
Color" and achieved success. Other teachers go along and watch
classes using "Words in Color" and say, according to Mrs. Crago,
"Look at the success they are getting! Therefore it must be good!
They never seem to stop to think that no matter what method they would
use, they would get the same results because they are good teachers."
(9) Dr. John Braithwaite believes that it could be used as a remedial
program for secondary students. (6)
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According to Professor Braithwaite, phonics has always been
taught in Australia and used in all classrooms. There has been no
real swing toward another method. He would, though, like to see more
teachers getting away from the lock-step notion of reading, break up
reading from a whole-class activity and present materials at develop-
mental levels. (6)
Although teachers now have the freedom to choose the method they
wish, this freedom is rather recent and seems to disturb many
teachers. The Department of Education sets basic objectives and
leaves the rest to the schools, disturbing many teachers who were
used to taking orders from the "top.” (6)
Breakthrough to Literacy
Breakthrough to Literacy5 started in England and "caught on like
wildfire in New South Wales. The program integrates the reading and
writing of language and has its distinctive equipment. This includes
teachers and children s sentence makers, magnetic boards, charts and
nursery rhyme cards, and supplementary readers. (33) Individuality
and the language of real life is emphasized in the program. In the
Department of Education prepared booklet on the program, it states
that "it is because of the recognition of the worth of the individual
"Breakthrough to Literacy was developed by the Schools Council
Program in Linguistics and English Teaching at the University College
in London. It has been tested and used extensively and successfully
in British and Australian primary schools and American schools with a
wide range of environments and teaching programs." ("Breakthrough to
Literacy," Bowmar Publishers, California, 1973)
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in modem education that theories of learning and new approaches
to the teaching of literacy have been developed." (Lecture 1) (10)
Although the program emphasizes individuality and allows the child
to work according to his own ability and at his own pace, it is
basically a linguistic approach to reading. (10)
The program goes on the assumption that as soon as the child
is able to print his ideas and feelings, then he can say the "code"
begins to be broken. Or the child begins to understand that there
is a relationship between the symbols on the page and the sounds he
uses to communicate. The program also assumes that once the child
can speak clearly there should be no difficulty in that child learn-
ing to read, assuming that the child is interested in the structure
of the language. With this knowledge, a language experience is
introduced that will start with the child's own speech patterns. All
reading material will also be based on the child's spoken language.
Breakthrough encourages grouping the children in kindergarten. The
program is specific in acknowledging that children "have to be able
to learn on their own and in groups," (Lecture II) and it attempts
to introduce the child to written language and integrate the skills
of reading and the skills of writing. (10)
There are Breakthrough books, ungraded, although a color code
distinguishes the twelve easier books. There are no capital letters
in the beginning of the sentences. The next series introduces the
capital. With the books there are such materials as nursery rhyme
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books, magnetic boards, figurines, charts, class-made books, and
notices posted about the room. (10)
Departing from traditional methods, the teacher in the
Breakthrough program uses a Sentence Maker. This is two large card-
board sheets with one hundred thirty words and symbols printed on
them. Each sheet has pockets to hold cards on which the one hundred
thirty words and symbols are printed. When all the cards are in the
pockets, they cover all the printed words on the cardboard on the
Sentence Maker. The children also have a smaller version of the
Sentence Maker. The one hundred thirty words used in the Teacher's
Sentence Maker are the ones most frequently used by five and six-
ysar—old children, not necessarily based on published frequency lists
but words children have used in the program. (10)
When children begin using the Teacher's Sentence Maker
and later the Children's Sentence Maker, they are
learning to compose written sentences without first
having to master handwriting and spelling. By means of
the Sentence Maker, children are able to convert short
stretches of thought and speech into writing. (Lecture V)
(10 )
It is acknowledged that children will make mistakes, but they must be
encouraged to discover their own mistakes.
The Sentence Maker is not used by the child until he knows
twelve words. (The Teacher's Sentence Maker is still used through-
out the program.) This allows for grouping. Some children can be
working with their own Sentence Maker while the teacher can work with
a small group using her Sentence Maker. The teacher must decide the
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time for the child to use his own Sentence Maker even if the child
does know twelve words.
The primary use of the child's sentences is to make his
first reading book, and with a sharing of their books,
more reading material is thus available.
. . . With
encouragement, children will think of many ways of using
their sentence; e.g., a wall book "Stories We Have
Written." (Lecture V) (10)
After the child becomes acquainted with the Sentence Maker, the
Word Maker is introduced. Similar in construction to the Sentence
Maker, the Word Maker consists of two leaves. On the left leaf are
the consonant symbols, and the right leaf contains the vowel symbols.
The teacher can also have a large version.
This is an opportunity for him to look more closely at the
structure of words, to see that symbols from each other
from left to right (as words do in a sentence)
,
and learn
to look more closely at the individual letter shapes.
(Lecture VII) (10)
A word not included in the list for the Sentence Maker can be made up
from symbols in the Word Maker. The Word Maker will eventually
replace the Sentence Maker as a tool in the program. The Sentence
Maker is not necessarily used everyday.
Dr. G. H. Watts, Chief Research Office of the New South Wales
Department of Education, is working on a three-year project in which
he plans to look at the short and long-term effects following dif-
ferent methods of teaching reading at the kindergarten level. He
chose Breakthrough on the grounds of its popularity for one of the
three methods in his study. His research will involve the
study of
eighteen classes for one year in a three-year period, and
these
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classes will follow one of the three programs. The initial assess-
ment is now being carried out. (34)
Educators acknowledge that more and more children are picking
up reading in ikindergarten because of the programs like Breakthrough
to Literacy. (6) They also believe that the Breakthrough program is
relevant to the lives of children. Others acknowledge that Break-
through may be popular but fear that the program is too incidental
as far as phonics is concerned. They would prefer a program like
Language Experience. (9)
Language Experience Program
Inspector Jean Richardson’s Language Experience Program has the
day divided into morning and afternoon sessions. The morning session
covers
:
(1) The study of sounds, digraphs, blends and applica-
tion of same to reader vocabulary.
(2) The study of new vocabulary-meaning-use and
recognition.
(3) The reading of the selected basic reader or chalk-
board sentences based on same.
(4) Group work with slow learners, comprehension sheets,
work sheets or work books, (p. 32 ) ( 24 )
The afternoon lesson will cover the oral and silent reading of sup-
plementary readers, class and school library books, and individual
books and individual work cards and sheets, (p. 32 ) ( 24 )
In the second grade, the aims are to:
(1) Encourage good reading habits.
(2) Work on the daily intensive word attack, practice
and drill.
(3) Building of a useful sight vocabulary.
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(4) Increase skill in expressive, pleasant oral read-ing.
(5 ) Encourage silent reading and increase comprehen-
sion.
(6) Stimulate interest in books.
(7) Encourage discrimination in the choice of read-
ing material.
(8) Encourage children to use libraries, (p. 34) (24)
Daily phonetic drill and word attack practice is a must in this pro
gram. (24)
The Language Experience of Breakthrough to Literacy
makes a meaningful approach to reading, provided there
is not too much emphasis on the recognition, pointing
out and reading of isolated words rather than the
phrases making the complete sentence, (p. 31) (24)
Ready to Read Scheme
This program was developed in New Zealand and offers a graded
series of basic and supplementary readers for K-2 grades. In the
kindergarten, the children use a large collection of simple pictures
and story books with an emphasis upon situations which are meaningful
to children. (33) The chapter on New Zealand will offer more detail
on this reading program.
Pre-Reading Programs
There are pre-reading programs in some kindergartens. The
Breakthrough to Literacy could be considered a pre-reading program as
well as a beginning reading program. Private pre-school nurseries
have incorporated pre-reading programs. These programs are neither
encouraged or discouraged by the Department of Education. It is
still in the experimental stage and research is being conducted
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presently. Pre-reading or readiness programs, if not started in the
kindergarten, are commenced in the first few weeks of the first
grade. These programs usually allow for about twelve weeks and
"provides forithe progressive development of the various skills and
experiences." (19)
New South Wales is finding that more mothers are working now
more than ever before. As a result, there is mention that New South
Wales may eventually have a pre-school program. It has been suggested
that parents may be able to bring their child, age three, to a proper
program for child development. If there will be a pre-reading pro-
gram in these pre-schools is still debatable. (27)
The traditional language experience approach is advocated by
Inspector Jean Richardson. She believes that oral language skills
must be developed before you can go into reading. (34) She also
claims that Australia has the advantage in selecting the most correct
methods because Australia is a country that is "apart from one side
of the world and apart from the other. ... We take the best from
each side of the world." (25) The language experience program is
the traditional method used in schools throughout New South Wales.
The program stresses the development of oral language skills as being
the pre-requisite to reading. (34)
Inspector Richardson wants children to love books and to really
want to master the skills of reading so that they are able to read
what is their heritage and this heritage is the English language. (25)
378
The language experience program emphasizes the importance of fluent
oral communication. There is strong emphasis upon story telling and
creative experiences.
,(33) The program does not advocate formal
reading drills in the kindergarten. The reading of stories is
encouraged as well as the experiences of the children integrated into
the class session. Kindergarten children should "hear wonderful
stories and have time to dream . . . all day." According to
Miss Richardson, the child is permitted to "observe the teacher using
the written word naturally on the chalkboard . . . . " (p. 30 ) (24)
This is to encourage their curiosity that the written word is
important and that they recognize that reading is "talk written
down." (p. 30) (24) When the child enters first grade, he will then
be prepared for the Language Experience Program of the Breakthrough
to Literacy program. Word attack skills are introduced with the
knowledge that the children have a "sizeable ’sight' vocabulary."
(p. 31) (24)
Tests
As in the United States and England, Australia has a multitude
of tests either native in origin or borrowed. It is common to see
the Slossen Intelligence Test (SIT) , Peabody Picture Vocabulary
Test (PPVT)
,
Daniels and Diack Reading Tests, Parramatta Developmental
Levels Test, and laterality tests. The Progressive Achievement Test,
originated in New Zealand, is widely used in New South Wales.
The
Edinborough Reading Test is used to build up the reading
profile of
379
the child. Standardized tests are used regularly in the lower
grades. (27) With all the tests offered, it does confront the
teacher with the decision to use the "right” test. Dr. John
Braithwaite would rather see teachers use one general reading test
and become more proficient in the use of this one test and how to
interpret that test. He believed that "once you get to know a test
yourself, you can make it talk to you." (6)
Teachers in New South Wales are quite concerned over "screening
tests" which will indicate how many children may be "at risk" in
their educational progress because of the deficits in certain skills.
Inspector Marlene Sheppard is very concerned in testing children at
the beginning of the kindergarten year. Testing at this stage,
Mrs. Sheppard believed, makes for an:
. . . awareness of the many educational and social bene-
fits accruing from the early diagnosis of learning poten-
tial of children first beginning school. In this case,
the aim is neither to test facts learned nor to label a
child in terms of general intellectual ability, but to
make known to the teacher all that can be found out about
this 'unknown quantity' whom he or she has to teach.
(p. 1) (26)
Mrs. Sheppard stresses that it is most important to identify children
who may be "at risk" as it is just as important that the teacher be
preserved from being "at risk" in teaching the child to read.
Mrs. Sheppard acknowledges that the five-year-old cannot be given a
reading test, "but it is known that certain skills are developing,
and in some children have developed, which will be used in the
reading process." (p. 3) (26)
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For screening purposes, Mrs. Sheppard believes one can isolate
skills used in reading and that one can establish the development or
stage of development of children entering school. The screening and
testing of the children as they enter kindergarten is not an "end"
but a beginning of an individualized reading program. The screening
information is very valuable to the teacher in more than just allow-
ing a structured program for the individual child. Having this
knowledge makes the teachers intuitively and consciously aware of
children's problems, and if they are working with traditional lessons
in reading, then they know which children need a little more support
in a particular area. (27)
Inspector Sheppard has compiled her test, "Sheppard School
Entry Screening Test," after searching out "in a practical situation,
the main skills which are used in reading." The SSEST should not be
considered taking the place of a professional differential diagnosis
but merely to help the teacher discover the "at risk" children. Then
the children can be given proper diagnosis for special remediation.
(29) The Sheppard School Entry Screening Test consists of eight
items, such as the Kraus-Weber Tests, A-J Test, Dominance Testing,
perceptual forms test, human figure drawing, auditory, tactile and
color blindness. Because of the age of the infant on entering school,
a perception test is more likely a better indicator of reading
achievement than an I.Q. test. (28)
At the end of the first year, Mrs. Sheppard recommends the
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Prostig Test of Visual Perception, the Scott-Foresman Inventor*
Survey Test, the Bender Visual-Motor Gestalt Test, the Peabody
Picture Vocabulary Test and, where appropriate, a reading-age test
be given. An; advocate of individualized learning, Mrs. Sheppard
considers the results of the tests important for the placement of
the design of programs for the child in the next grade. (28)
The determination of the development of skills to be
enables ^
“8 ’ 113116 when a chil * first enters school,
us, to some extent, to predict reading failurebut more importantly, it enables us to programme for thedeveiopment of skills in children who are deficit and togear the teaching of reading to suit the strengths and
weaknesses of individual children, (p. vii) (29)
Mrs. Sheppard gave her screening test to a thirteen-year-old
boy whose reading age was 7.5 and whose Binet was 152, since he was
having problems similar to young children. He scored like a five-
year-old on a Gessell Visual Perception Test and on the auditory and
language tests, "he went through them." He had been taught to read
on a look-say method. She put him on a heavily phonic program and
in five months he was reading at his CA-14.
Another Australian, Margot Higgins, reporting at the International
Reading Association World Congress in Sydney in 1970, is also concerned
with the first stage of reading and also wants to identify "visual and
auditory discrimination so that a child's ability . . . can be identi-
fied when he begins school." (p. 23) (17)
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Books
The Department of Education supplies basic readers, and the
school buys any other particular readers they need. Some states
.
»
supply all textbooks, and this basically depends on which political
party is in pbwer. Educators in New South Wales think it best when
the state government does not supply all textbooks for fear if all
the textbooks were supplied, teachers would stick to those texts and
rarely go beyond. The same books are not used for each child. Years
ago this was not the policy. Even the time devoted to teaching read-
ing is now left up to the teacher. (6)
New South Wales has a basal reader, but few schools use it
because the basal reader approach does not allow individual dif-
ferences and methods. Teachers may have as many as twelve sets of
books in a primary class. (27) There is also the question of
relevance, and many do not believe that texts are relevant to the
lives of children, except for the Breakthrough to Literacy program.
(6) Graded texts cannot "teach a lively and sensitive response to
language and reading." (17)
Mr. Keith Bums, Curriculum Director of New South Wales, has a
committee that looks into all publications submitted to the
Department of Education, especially elementary education. The
Primary Textbook Reviewing Committee, established in 1960, looks for
relevance in books submitted to them, especially if the books can be
used in all the schools throughout the state. The Committee also
gives advice to both readers and publishers. Titles are published
as "approved" or "recommended." 03, 8)
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' Parents Associations
Historically, parents have been a fund-raising organization for
the public schools. As people become more informed, and the need
for education becomes more apparent, more parents are becoming aware
of the need of materials not funded by the Department of Education.
These items could be radios, television sets, special reading kits,
educational games, and any other special learning materials. Money
is raised by holding fairs, carnivals, and other money-making schemes
that include the community. The more affluent the community, the
more funds in the treasury. This raises the question of inequality
among schools. The socio-economic background has a lot to do if a
school has money or not. Australian educators are quick to point
out, however, that this "inequality" is not as severe as in the
United States. The quality of education is not "strained" in New
South Wales, just the quantity of additional materials.
It is usually the mothers who are involved in the parents
clubs and as a result, the organizations are usually known as
Mothers' Clubs. Once a month, they meet after school with the
principal who places her request for additional materials. To sup-
port her request, she may have the salesman of the item give a
demonstration, although this is not necessary as the mothers usually
have trust in the principal. But it does help to have the salesman
around to answer questions Iron the mothers, especially if it is for
a new item. If it is for additional items that are presently in the
school or have to be replaced, the representative is not necessary.
The principal; realizes that these sessions are also valuable for
educating the parents.
The Mothers' Club also provides tutors for needful students
during the school hours. This has not become too popular yet, but
it is "coming" in the primary schools. Usually, the tutors are for
the language arts programs as well and many of the items purchased
by the mothers are related to the language arts programs.
Research
Dr. Graeme Watts, Chief Research Officer for the New South
Wales Department of Education, is concerned with the question,
"Does it make any difference how you start off a reading program?"
In a three-year project, starting in 1972, Dr. Watts plans to look
at the short and long-term effects from these different programs in
reading. Breakthrough to Literacy was chosen for its popularity
and the other two, The Language Experience Program and the Ready-to-
Read Scheme, were chosen on the grounds that they do provide and do
themselves form a reasonable choice of patterns for teachers. The
study involves eighteen classes for a one-year study, and then they
will be followed for the next two years on only one of the three
programs. The initial assessment is now being carried out. The
first year of the project, in the kindergarten, has been completed,
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and fro* the data collected, there does not appear to be too much
difference In which program you start. Dr. Watts is also concerned
and interested in testing children after two months of kindergarten
and the usefulness of such tests. Can it predict reading difficul-
ties or success? (34)
The project also includes two screening tests with their pre-
dictions as to the possible success or otherwise. Dr. Watts does not
believe in screening tests but is willing to compare the pre-test and
the test given after the first year. In his project, he did not
inform the teacher of the results of the screening tests. This
project will give him an indication if the screening tests are valid
and if I.Q. tests are just as predictable. Laterality tests will
also be given to see if there is any relationship between laterality
and reading. (34)
The teachers involved in this study are volunteers and they
are permitted to use whatever pre-reading activities they wish, but
towards the end of Term I, they must use one of the three approaches
that the study will concentrate on. The project is not to approve
one program over the other but to show the contributions each program
can offer. Dr. Watts does not believe that one program will be
superior over the other as this is not the purpose of the project.
(33) "Hopefully," writes Dr. Watts, "the end result will be a report
on which teachers may draw to help them make decisions in choosing
one or a combination of approaches to teaching reading skills."
(p. 14) (33)
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Another project set up by Dr. Watts involved the Language
Experience Prograo and Distar. Fifty five-year-old kindergarten
children in two schools were selected and given the Peabody
l
Intelligence Test and the ITPA, among others. The children were then
broken up into three parallel groups. Distar, an "enriched experience
group," and a "no treatment" control group, that faded back into
their kindergarten classroom and remained there untouched. The first
two groups in each school were taken out of their classroom setting
three times a week and taught in special groups by two trained
personnel, one on Distar and the other on the Language Experience
Program. After four weeks, the teachers switched programs so that
the teacher variable could be controlled. After one year, the chil-
dren were tested and, so far, it does look like the Distar program
will get a cautious recommendation. (34)
Radio and Television
Although one of the functions of the Australian Broadcasting
Control Board (ABCB) is to "encourage the habit of reading and illus-
trate the pleasure and profit which can be obtained from it," there
is no reading program on television or radio, (p. 84) (3) "Sesame
Street" is broadcast twice daily but is used to teach immigrants. (6)
Australian television is relatively new. Full television service did
not arrive until 1957 to Sydney. In 1958, educational programs were
started but only for secondary schools. While television and radio
have not yet been utilized for reading programs to the same extent as
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BBC in London, many teachers in New South Wales believe that the
tape recorder and the overhead projector are the two best pieces of
equipment in the classroom.
I
Inspector Jean Richardson is greatly concerned with the role of
television not only as a vehicle to teach reading but its relation
with books. She considers the most important problem reading will
have to face in the future will be books vs. television. "Unless we
teach children the love of books, they may become viewers!" She
considers it very important that television sets be placed in schools
to teach children to discriminate between what is worthwhile and what
is a waste of time. She does admit that teachers do prepare reading
activities on the television programs children have seen. ( 25 )
Closed-circuit television is used at the North Rock School for
the Deaf near Sydney. Word captions are placed in the center of the
screen and children copy what is captioned. Captions are not a literal
translation of the talk. ( 31 )
Classroom Observations
At the Woolahara Demonstration School in Sydney, Miss Graves con-
ducts her kindergarten class in a pre-reading program prior to begin-
ning the Breakthrough, to Literacy program. The children do learn to
write their first name for name-tags and for entry into their writing
books. This is done during the first week of school. Miss Graves
also uses names that are familiar to them, such as "dog," and their
favorite color, which is usually "red." The first week will also
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include action words-run, jump, skip and hop. The first action word
the students learn is "draw" because the ccmnand is given more.
"Draw this" or "Draw that." It is a gradual progression. (16)
Miss Graves may use a theme like "zoo" after the first month of
school as a basis for a lot of word work, starting with an animai
found in a zoo, she asks the class for the initial sound of "monkey."
She does not want them to first recognize the letter "m" only the
phoneme or sound. Cards are introduced with the sounds animals make
Drama is encouraged, "Let's be a monkey." So as not to have utter
confusion and riot in the class when the students imitate animal
sounds. Miss Graves has established a signal to "stop." After using
the cards, she will write the sound on the blackboard or on a card
and again the children will dramatize the animal making the sound.
Holding up illustrations of the animals, she builds up phrases and
vocabulary. "What do you see?" They answer, "I see a tiger." Then,
"What can he do?" The children then will actually visit the Sydney
Zoo as an activity.
The writing book that the children have placed their name in will
also contain new words they will learn in class from such an activity
as the animals in the zoo. The children can go through two or three
books by the end of the school year. They also have a "sentence"
book which Miss Graves writes in for them, and they illustrate the
word or sentence that she writes.
There are groups in the room and sometimes Miss Graves mixes the
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brights" with the "slows." She mixes the groups especially if there
are games involved. In the games she utilizes the words the children
have already studied. Lots of games are used before starting the
Breakthrough fco Literacy program. The pre-reading program is also a
method to get the child to be independent. "Get the next card out,"
commands Miss Graves. The child goes to the pocket on the wall that
contains the cards and then he sits down at his table and does the
work required himself.
Another kindergarten teacher at Woolahara, Mrs. Peaty, stresses
discipline in her pre-reading program. As a child finishes printing
his name on a sheet of paper, he folds his arms and remains silent
until the entire class has finished and all have folded arms. The
discipline in this class is not harsh nor does the teacher use a
strict tone of voice. Rather, it is done with much warmth and
humor. (23) In this lesson, they are making their own story. The
child picks up a figure of a girl and places it on the magnetic
board in front of the class. Using the figure as the object of his
story, the child makes up a story placing other objects around the
girl, such as the television set, table and chair. Then another
student continues the story. Under the figures that they have placed
on the board, the students place the name-card of the object. After
the story has been concluded, the teacher uses the blackboard to
create sentences including the new, and the old, words.
After the blackboard lesson, the students go to their workbook.
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The top of each page already has a few printed words. After a few
pages, sentences appear. Mrs. Peaty orders, "Everybody point to it
and read it." She shows them how they can take the three words
printed on the page and make a sentence out of it. The sentence is
I can play." She then places the sentence on the blackboard and
shows them how to start the first word. Children then trace the
sentence that is on their sheet. She then goes around the room
offering positive criticism.
Later in the morning, the kindergarten classes are combined to
view a television program, "Play School." It is not a reading pro-
gram but an educational program for children. At this particular
program I observed with the kindergarten classes, the theme was based
on health. The actors were nurse and doctor and through clever songs
and skits demonstrated their roles in maintaining health for chil-
dren. ^ After the program, the children were sent home. Mrs. Peaty
then continued with a first grade class.
In the first-grade class, Mrs. Peaty uses a slotted board 7 and
students place words to make sentences. The student then reads what
he has placed on the board and then another student reads the same
sentence with the first student holding the board. The teacher tries
to encourage the new words they have previously learned. In this
^The role of the nurse is female and the doctor, male.
7
This is part of the Breakthrough equipment.
first-grade room, there are books from England, America and
Australia.
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At the North Rocks School for the Blind near Sydney, Mrs. Watkins
Is working with a partially blind student of fourteen on blends.
According to Mrs. Watkins, saying the blend with the student is very
important. When the student reads 8 back the word, she says, "What's
the first sound?" The student has a tendency to give only the last
sound unless commanded to give the first sound. She also makes up
word cards (all in Braille) and claims that it is similar as for sight
children except for the Braille student it has to be a one-to-one
basis. She tells a student the probable mistake he will make before
he makes it. Years of experience has trained Mrs. Watkins to this. (32)
At the same school, Mrs. Allan conducts a "pre-reading" program
for her blind students. She has a child separate buttons and counter
slugs. Through her fingers, the child can tell the color of the
button or slug. Similar to word cards, Braille cards are used in
this room. Next, the child feels a Braille "1" and then Brailles
out words that begin with "1". The child does similar letters and
word construction. Mrs. Allan also "reads" with the child. Both
have their Braille book. The student spells out the word if she has
difficulty "reading" the whole word. Letters and phonics are taught
together for the blind. The teacher dictates and the child Brailles
g
All in Braille, of course.
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out the dictation or story. Objects throughout the room are labelied
in Braille similar to written labels in a sight classroom. (1)
At the North Rocks School for the Deaf, which adjoins the School
for the Blind, familiar stories9 are cut up into cards and placed in
a box. The children must then put the story together. (31)
At the Narooma Central School, a kindergarten class is using the
Breakthrough to Literacy pre-reading program. Their teacher is using
a popular eye-movement exercise. "Look left to right and find out
what doesn't belong in this row." The primary reading program of the
Narooma Central School is a four-day schedule. (30)
Monday : Weekly story read from reader.
Work: Understanding the Words (Skilltext)
Knowing the Facts (Skilltext)
Homework : Completion of the above for
Friday.
Extending Ideas for Friday.
Reading Magazine story in prepara-
tion for Thursday afternoon.
Tuesday : Studying Word Structure (Skilltext)
Phonic Work: (using one of the following)
a) Graphic Phonics
b) Skilltext Phonics Books
c) Vocabulary Cards
Oral reading of the Magazine story prepared
from Monday.
Thursday :
Friday :
The daily time allotted for this program is thirty minutes per day.
Correction of Homework
Organizing Ideas (Skilltext)
^"Baa Baa Black Sheep," "This Little Pig," . . . .
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Goals
Professor John Braithwaite believes that goals in the infant
reading program should "give a child a mastery of basic skills in
reading, to give them awareness of what reading is all about in terms
of enjoyment because that is the ultimate purpose of reading ... to
show them the various types of reading materials available ... to
open their eyes to what they can read and to enjoy reading ... to
be able to comprehend what they read." (6) As for accomplishing
these goals, he is rather discouraged by the fact that twenty percent
of sixth graders in the metropolitan Sydney area are reading at third
grade level or below.
Inspector Jean Richardson sees the goal of the reading program
to help children to learn to love books and as a result of this love
they will want to master the skills of reading so that they will be
able to read what is their heritage—and this heritage is the English
language. She believes that the goals are being accomplished fairly
well, perhaps in some schools better than others. (25)
Marlene Sheppard’s goal in reading is to increase reading
efficiency. According to Inspector Sheppard, statistics show that
they are getting to these goals. The goals are being accomplished
because of programs being individually styled and also through the
use of diagnostic teaching.
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Summary
Although originally adopting the Anglo institution of education,
Australia has forged ^head into its native system of education. Each
of the six states has its own Department of Education and regulates
its schools separately.
In New South Wales, teachers are given a three-year teacher's
college program tuition free and a monetary living allowance. With
this subsidized education comes an obligation to serve for two years
in a school designated by the Department of Education.
Mobility is an established method for promotion in New South
Wales. Promotion lists are prepared annually showing where every
teacher in the state is placed. It is not uncommon for a principal
or member of the Department of Education to have been moved, at
government expense, five or six times throughout his career.
Concern for the education of new teachers in the field of teach-
ing reading is expressed by teacher's college instructors. Some try
to instruct their students in the practical aspects of teaching
reading, while for experienced teachers theoretical classes are con-
ducted. There are no reading clinics in colleges throughout New
South Wales so student teachers are sent out to the public schools
for their practical studies. There is no remedial training on the
secondary level. Australia traditionally has maintained that ele-
mentary schools should be concerned with the skills and high schools
with content.
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Special classes for the more severe remedial students have been
established in New South Wales. These classes are either attached to
a normal school or students have special assistance in the school.
Remedial reading classes in the elementary grades are generally rare
and almost non-existent on the secondary level.
The Department of Education of New South Wales does not advocate
any one reading method. A combination of methods is encouraged.
However, the Department does specify a pattern of development. Methods
seem to be a combination of word attack skills and language experience.
Some reading educators argue that phonics is still the most popular
method.
Several popular programs have been started in the infant schools
of New South Wales! Breakthrough to Literacy, The Language Experience
Program, and Ready to Read Scheme.
Standardized tests are used regularly in the lower grades.
Other tests borrowed or adapted from the United States, England, and
New Zealand are utilized as well as native tests. With the wide
selection of tests offered, it may confuse the teacher in selecting
the correct test for her class. This leads some critics to demand
that the teacher become proficient in only one test rather than try
to become expert in many tests. Screening tests are given to children
of pre-school age and in the beginning of their kindergarten class.
Advocates of the screening tests claim that this testing should lead
to an individualized reading program.
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A unique method of collecting funds for special and normal
reading equipment and programs is through the Mothers' clubs. Fund
raising affairs are conducted during the year and the money collected
is deposited in a local bank. During the school year, the principal
can ask the Club for funds to purchase reading material and equip-
ment
.
Like many English-speaking countries, methods to goals in read-
ing are expressed differently but the result is expressed as the need
to increase reading efficiency.
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CHAPTER Xiv
NEW ZEALAND
t
•* Education
New Zealand has a unique tradition concerning the entry age of a
ild into school
. a child nay enter grade one on his or her fifth
birthday. 1 Most parents do enter their children on the fifth birth-
day except in cases where the child's birthday falls during or just
before the summer vacation. It is very rare that a parent would keep
a child until the sixth birthday, the compulsory age of enrollment.
The Education Act of 1877 provided for a compulsory education for
children up to the age of thirteen and a free education up to the age
of fifteen. By 1944, the compulsory age was set at fifteen. (4)
Free education is now allowed until the age of nineteen. (14)
The primary school includes two infant classes and standards one
to four. The primary student spends about six years in these primary
classes and usually finishes primary education at the age of twelve
to thirteen. There is a pre—schooling for ages three to five and
although it is not part of the official state education system, it
does have government subsidy and voluntary contributions.
Students do not enter a secondary school because of ability.
All pupils follow a common core of studies. (5) The Intermediate
A child looks toward two things at his fifth birthday in New
Zealand: his birthday party and his first day at school.
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School was supposed to have resembled the American junior high
school and was composed of a three-year program. It was established
in 1922 and continues to the present. In its first few years, it
was called the junior high school but then changed in the 1930's to
the Intermediate School. Prior to 1922, the pattern was an eight to
four-year program; with the introduction of the Intermediate School
it became a 6-3-3 program creating an American-type system. (4)
Secondary schools are co-educational and some schools have boarding
establishments attached. (5) Parents of New Zealand children have the
right to enter their children in any secondary school they wish except
for certain zoning restrictions in the larger cities. At the end of
the third or fourth year of secondary schooling, a student may take
a School Certificate Examination which acknowledges a completed
secondary education. This test is usually taken by students who do
not wish to enter a university. A Certificate of Education is given
to those who qualify. There is a University Entrance Examination
for those wishing to enter a university. (14)
All expenditures on state primary and secondary education are
met from funds provided by the central government through the
2
Department of Education. (5) There is no taxation by towns for
schools as it is done in this country. Private schools are maintained
Schools raise money by Bingo and can make as much as $200 per
week. The Parent-Teachers Association (PTA) can give it to the
school, buy equipment for the school or invest it in stocks and
bonds. (16, 23)
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by religious bodies
assistance given by
or private individual
the state. Textbooks
and there is some
are supplied free
financial
to both
state and private schools. C5) About twelve percent of primary
school children attend private schools, and eighteen percent attend
private secondary schools. (8)
The public does elect local school committees and these commit-
tees are responsible for the election of the ten district education
boards throughout the country. These ten boards have control of the
primary and a few secondary schools. Education boards do have some
influence in the making of policy within their districts, although
final decisions do rest with the Minister of Education. Secondary
schools are controlled by their own individual boards. (14)
The school year is divided into three terms and these usually
have two or three weeks holiday between each term. The summer vaca-
tion, which in New Zealand as well as in Australia is what we in the
United States would call our Christmas vacation, usually lasts for
seven weeks. The school year starts the first week of February and
ends in mid-December. The school week is five days. (8) The normal
class size for both primary and secondary is thirty-five. In the
first grade class, the teacher usually starts off with sixteen stu-
dents on the first day of school and as the local children reach
their fifth birthday, the class gradually builds up. (19)
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Teacher Education
New Zealand has nine teacher’s colleges: seven primary, one
primary and secondary, and one secondary. Certification is given
after three yfears of training followed by one year of teaching.
Like Australia, New Zealand teachers must serve two years in "country
service" after their graduation from a teacher’s college to insure
that out-of-the-way areas have qualified and well-trained teachers.
Unlike Australia, a teacher may choose to remain in provincial towns.
The teaching week is five days and varies from twenty-five to twenty-
seven hours. (8) A "Teacher’s Register" is kept by the Department of
Education. All qualified New Zealand teachers are listed and only
those listed may be employed on a permanent basis in state schools.
(4)
Although salaries are national and do not vary from district to
district
,
there is an extra allowance for married teachers provided
their wives are not working. Salary credit is given for a university
degree. (8)
Teacher Education in Reading
The Commission of Education in New Zealand stated that:
. . . the solution of the problem does not lie in the
appointment of large numbers of a specialist staff but is
essentially a matter of the general classroom teacher.
It requires more and better trained teachers, with a
sounder knowledge of how to teach reading progressively
through the school, (p. 473) (4)
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Professor David B. Doake of Christchurch Teacher’s College
claimed that there must be a:
. . . reduction of the incidence of reading failure in
our schools and to increase the confidence and compe-
tence of^our teacher ... we must provide them with
substantial courses in the field of reading, (p. 2) (10)
The majority of teacher’s colleges still do not have courses in
reading for teachers as part of the curriculum.
Reading is probably the only subject taken at our
teacher’s colleges where it is not considered essential
for the teaching staff to have any particular qualifica-
tions or expertise in their subject field, (p. 7) (10)
About six years ago, there were virtually no courses in reading that
the teacher could take. Now there is a course for a Diploma in
Teaching for practicing teachers that want a foundations course in
reading. The course is given at Christchurch Teacher’s College.
Teachers meet every two weeks for ten sessions with Professor Doake.
This is an extramural course and the teachers are responsible for
accomplishing the assignments. During vacation time, they attend a
three-day seminar. Professor Doake admits that it is a rather demand-
ing course, but there is just no other way a teacher can improve his
understanding and knowledge in reading unless he attends the inservice
course. (9)
At Christchurch Teacher's College, students take eight syllabus
studies. Reading is one of these, but the students take it in con
junction with spelling and handwriting. It is also a foundations
course so all students take it. The course includes the nature of
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the reading process, readiness, vocabulary development, word
recognition skills, comprehension, oral reading skills, materials of
reading, and then a look at diagnosis, evaluating the progress of
reading, and £he use of informal reading inventories. (9) The stu-
dents go out and administer tests to children and then take the
children they have tested for individual instruction. The work done
is not necessarily remedial reading, but what work is done is to pre-
vent reading failure. First or second-year students take the courses.
Thirty-seven out of forty-eight hours is devoted to reading in the
first or second year. In their third year, which is their teacher
training year, they do an extra twenty-two hour course in reading and
mathematics. This particular twenty-two hour course has a syllabus
status but has not yet achieved subject status. The course attempts
to look more to how to organize and run a reading program where the
students do a lot of practical work in schools. They take three
children at the same time, retarded, normal and above average, and
work with them a minimum of six sessions. (9)
Students at Christchurch may do two major studies, but reading
does not come into that category. English is a major subject but
it is not the study of language or the development of language but
the classical study of drama and poetry. (9) Even with the three-
year course, reading is still considered a minor when compared with
the other subject areas.
Professor Doake is especially concerned with the training of the
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kindergarten teacher. He wants to see the kindergarten teacher
trained to detect the presence of any deprivation in the language
development of her pupils. This teacher should also be trained to
identify the child's language needs and to provide special programs
to correct deficiencies. (10) Dr. Marie Clay of Auckland University
is concerned with the first-year teacher and her observations of
students. She asks the question, "Can we see the process of learning
to read going wrong in the first year of instruction? All my
research has been directed to this and my answer has been yes we
can." Dr. Clay would like to see a program done in New Zealand that
is done in Sweden.
... And so we ve been trying to provide the teachers withthe means of observing the process going wrong in the firstyear and the means of testing children after one year at
school in order to diagnose their difficulties as early as
that and then institute a reading program. (3)
The lack of teacher training in reading and remedial reading has
touched the schools in regard to their supplies for remedial programs
In 1964, John Watson of the New Zealand Council for Educational
Research cited the lack of books and aids for slow learners. He did
not blame inadequate finances but the lack of motivation for schools
to purchase supplies. (.22) The attitude has changed for the better
in the past few years, but without proper training, any remedial
materials are either misused or not used at all.
As in many countries, secondary teachers consider that the job
of teaching to read has terminated at the primary grades. As of
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1972, there is not one course in the secondary teacher's training
college on a basic course in the study of reading. (9) At the
Porirua College, the vice-principal, Mr. Robert Maguiness, claims
that most secondary schools may have a remedial reading teacher but
the value of such a teacher depends on the training of that teacher
(16)
Pre-Reading Programs
Since the child starts first-grade at the age of five, there
really is no pre-reading program in the nursery of kindergarten.
There is an "early" reading program in the first grade and a prepara-
tory period before the child can begin his formal readers. Dr. Marie
Clay says that there is no definite time for a child to finish his
Pre—reading program. According to Dr. Clay, the preparation period
for some children can take one—week, for others as much as one year.
But, on the average, the child will take three to six months to
achieve his instructional level. (3)
Using the child's language and the experience of the child and
encouraging talking on these experiences, writing down the experiences
the children talk about and finding what they are interested in, the
teacher can introduce the child to the printed symbols. (2) Because
of the entry of the child on his fifth birthday, the teacher has the
opportunity to make the pre-reading program almost individualized or
a small group situation. (3)
A first-grade teacher in Auckland meets with the parents of the
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potentia! students she will receive in the first grade, she tells
them what their children can expect in the way of children's reading
and how they can prepare them at home before they start school.
She also informs or educates the parents on the reading series that
their children will use, the progression from pre-reading to early
reading to later reading. This teacher also meets with the PTA once
a year and explains the reading system to them, and how she will
start the children off in the mechanics of reading a book and for
the love of books. (19)
Group ing
Because of the age of entry into the schools, New Zealand has to
use grouping. Some teachers use achievement grouping while others
use a "rota" and "splinter" grouping method. The rota method of
grouping involves several groups such as: library reading, working
a comprehensive exercise, or reading to the teacher. The groups in
rota change in regular sequence. The splinter groups are more
remedial. These are the groups that the teacher works with while the
rota groups are busily occupied. (22) In the beginning classes, the
only provisions made for slow learners are grouping. (3) In the
ability or achievement grouping, the teacher moves the child "up"
when she believes he is ready but may keep the child who is a good
reader in the same group if that child is not emotionally ready for
the next group. (19) A group can move up to a higher class anytime
the teacher thinks that they are ready. This "rapid" movement stops
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at age seven. (17) The Department of Educatlon does> houev£r> ^
of ability grouping. The rapid movement group should not be con-
sidered superior while a lower group be considered inferior. This is
especially captioned as the children enter standard one class. The
Department, however, does acknowledge that grouping can lead to
individualized instruction (6) , a step that Dr. Marie Clay of
Auckland University advocates. (3) In the secondary schools, group-
ing is becoming acceptable with the use of textbooks at different
levels to suit the levels of difficulty. (6)
Remedial Education
New Zealand teachers and parents have traditionally been reluc-
tant to set aside special groups of children than is necessary for
their education. (7) This philosophy has brought difficult problems,
especially since after World War II, as the slow learner has been
entering secondary schools in increasing numbers. This has been some-
what of a shock for secondary teachers who have come across this
problem and are not trained for it. It has been the responsibility,
more or less, of the individual teacher to adjust instruction to fit
the variety of intelligence range in the secondary classroom. Another
complaint the secondary teachers have is that remedial reading classes
should not "have to be discovered at the secondary level; they should
be known from the moment the pupil arrives." (p. 282) (4)
Clinic-based services is provided to help a small number of
children who have unusual difficulty in learning to read. This is
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probably the only concession that the New Zealand public will
tolerate in their official policy in not setting special groups of
children aside because of reading difficulties. It is still con-
sidered that the "main responsibility for helping children who have
reading difficulties rests with the schools themselves .»
(p . 1) (7) The Department of Education does maintain a department
of special education and school guidance services. The Officer of
Special Education is responsible for the development of special
education services. Each of the ten districts has a member who is
responsible for special education programs in the primary schools.
New Zealand, like all other countries, is greatly concerned with
reading backwardness. (7) Children with marked handicaps or dis-
abilities are found in ordinary classes. A specialist or advisor is
available to assist the regular teacher. There are special schools
for deaf children, the mentally ill, severely intellectually handi-
capped, blind, severely physically handicapped, disturbed, and
delinquent children. (7) "Separate day or residential schools are
provided for only those comparatively few children whose handicaps
are such that they cannot be provided with a suitable education in
the environment of an ordinary school." (p. 2) (7)
Polynesian Students
The teaching and encouraging of the Maori language has always
been an emotional and difficult problem in New Zealand. The Education
Department wants to encourage the work going on in teaching the Maori
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language, but at the same time, it realizes that English Is the
political, as well as practical, language of the country. The
Department has observed the difficulties of countries that are
bilingual, sufh as Belgium and Canada. Although the Polynesian popu-
lation represents a very small number of the population in New
Zealand, the Department is sensitive to the destruction of a culture
that was long there before the English colonization of New Zealand. (4)
* . . Language is nearer to the heart of a culture than are
s °ngs, games, and handicrafts; endlessly supple, it records
thought, feeling, attitude, experience of a whole race. A
live and vigorous Maori language would no doubt be most
conducive to maintaining for the Maori his cultural iden-
tity and the security that such feelings of identity con-
fer. . . . The teaching of Maori is at present confined
largely to secondary schools though the -subject is no longer
banished from the primary schools.
. . . Since English is
the language of the community at large, it is essential for
the Maori primary pupils to master English as a tool subject.
Maori can at best be but a second language for the vast
majority, (pp. 426-427) (4)
There has been debate whether to allow the Maori children to con-
tinue the use of their language in the first year of school. It has
been discovered that if this is allowed, the Maori students may find
difficulties in English by the time they enter secondary school. If
Maori children are encouraged to use their native tongue, the remedial
classes in secondary schools are found to be made up mostly of Maori
children. Rather than have a remedial program in the secondary schools
for these children, the Commission on Education in New Zealand in
1964 recommended that remedial programs be started in the primary
grades instead of waiting until the child reaches the secondary
school. (4)
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It was the policy of early English educators in New Zealand to
bring the natives into a European type of education as quickly as
possible. Therefore. Maori language was banished from the schools
and even the school playgrounds. Today's thinking is much different.
The revival of Maori started in the 1930's. (4) September 4 is
Maori Language Day.
Because the Maori communities vary in their command of English,
this presents the teacher with a difficult problem. And because of
this language difficulty, Maori children are allowed to enter the
Maori schools under the age of five. "Over and above all, there
remains ... a dilemma
. . . how to keep alive a home language and
also ensure a high level of function in the language of instruction."
Cp. 141) (2) Dr. Marie Clay of the University of Auckland wants to
see these Polynesian children increase their oral skills so that a
normal reading process takes place. These children, states Dr. Clay,
at the age of nine still come up with less language and without skills,
while the European or Pakeha children at the age of nine are able to
use their reading skills in the content areas and for other purposes.
(3)
Maori is a relatively simple language and the Commission on
Education feels that it would be "attractive to even the less able
pupil." The Commission would like to see it taught as an optional
subject in the secondary schools, (p. 428) (4)
3
Pakeha is the accepted Maori word for New Zealand whites.
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<* student population
Polynesian. Many of these students come from the islands of
Samoa. These students from the islands are highly motivated for an
education because they want good Jobs when they return home. There
is a pronounciation problem because of the differences in pronouncing
certain letters in the Polynesian languages. For example, in Samoan
Latin script "gagan" is pronounced "ngga." They are also limited in
synonyms. In math, for example, the word "answer" and "result" con-
fuse them. (23) In one of their remedial classes at the school, one
can witness a class of Polynesian students working on consonant blends.
Not all Polynesian students work together in small remedial groups.
Maori, Cook Island, or a Tokelauan student cannot be combined. There
is a system of hierarchy or class among Polynesians and this reflects
in grouping them for remedial reading programs, at first. So the
initial grouping tends to be ethnic. When the students begin to trust
their teacher, there may be combinations of ethnic groups. Mrs. Molly
Ward, Remedial Coordinator of Porirua College, states that "island
children make up the greater part of the withdrawal groups. They
nrc usually keen to make progress and they welcome extra tutoring.
Care is taken to see they are proud of their bilingualism." (p. 2) (24)
The Maori is less sure of himself, unless he has an excellent command
of his native language and English. Those that only have an English
dialect are those in need of remediation. (24)
4„ College" in New Zealand means "senior high school."
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The Polynesian students in the secondary grades are usually
fluent in oral reading but the problem arises in comprehension. These
students find the subject matter classes difficult because they
usually cannot reproduce into simple English ideas and themes. This
disability usually results in memorization and the use of unfamiliar
words and passages.
Tests
Probably the most important standardized test in New Zealand is
the Progressive Achievement Tests of Reading Comprehension and Reading
Vocabulary (PAT). This test was prepared for the Department of
Education by the New Zealand Council for Educational Research.
Children taking this test would be ages eight to fifteen, or from
Standard Two until Form Four. (6)
. . . they are intended primarily to assist the teachers in
determining the level of development attained by their
pupils in the basic skills of reading comprehension and the
use of vocabulary. ... it is expected that the test
results will help teachers to make decisions about the kinds
of teaching materials, methods and programmes most suitable
for their pupils, (p. 4) (18)
Two tests used in informal testing that have been borrowed from
overseas are the Burt's Reading Vocabulary Test and Schonell s Reading
Vocabulary Test. These tests are not used as a comparison for groups
of children or even as the basis for grouping children for reading
instruction. Rather, these tests are used as a guide to the
starting
point for an Informal Reading Inventory. (18) Remedial
reading
teachers use the Informal Reading Inventory and a word
recognition
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test. CD Classroom testing is always going on whether It be oral
or written.
The present problem facing New Zealand educators is the intro-
duction of an i early detection test similar to the Sheppard Test in
New South Wales. No pre-school test has been accepted in New Zealand
as compulsory. (3)
Research
As an English-speaking country, New Zealand has the advantage
of studying the fortune of research that has gone on in the United
States and Commonwealth, countries. It is a small country with a
low population. Most of the research is undertaken by the New
Zealand Council for Educational Research in Wellington. Under the
assistant directorship of Dr. Warwick B. Elley, a co-creator of the
PAT tests, much work has been done in reading research. The Council
for Educational Research is an independent research body and is fre-
quently asked by the New Zealand Department of Education to conduct
research in many fields other than reading.
One of Dr. Elley' s research projects was "The Development of a
Set of Content-Referenced Tests of Reading" (1971) . This project
showed how the PAT tests were developed. The paper describes the
construction of a set of standardized reading tests, and outlines
the manner in which content-referenced scores were developed for use
with these tests. (11)
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In 1969, Dr. Elley co-authored a study on children's reading
interests In the Wellington area when he discovered that studies had
been made, since 1930, on reading Interests but very few on children's
Interests. Submitting a set of comprehensive questions to five
hundred children, he analysed the results and Interpreted these
results which were then made available to publishers, schools,
teachers and librarians. (12)
Perhaps one of the most recognized persons in reading not only
in New Zealand but internationally is Dr. Marie Clay of the University
of Auckland. She not only has done work in reading but is very much
interested in training students in educational psychology. Dr. Clay
conducted evaluative studies on children’s reading behavior on a new
series of books that are called "natural language texts." These
books are small in size and have very few pages. The stories were
about New Zealand children with brown and white skin. Ten schools
in Auckland were involved and four language groups
. Two of the
groups were white and two groups were Polynesian, Maori and Samoan.
The study reflected that children who have a strong use of their
home language will have a strong level of English. The Samoan
children have a strong home language, while the Maori children did
not. Thus, the Samoan children had an educational advantage in their
bilingualism. Many critics were quick to state that the method of
teaching Maori children to read was at fault, especially if the
Ashton-Warner approach was not used. Mrs. Clay disagrees with this.
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(2) Her research on sl*-year-olds has found that the poorest readers
are two groups of children, those who have very low language skills
and those with very low control of the English language on the entry
to school. Secondly, since English does not wholly stress letter-
sound correspondence, the poorest readers are those who fail to gain
this knowledge somehow in the first two years. (3) She also concluded
from her research that there is no difference in reading ability on
the infant level. (3)
In the field of teacher education in reading, Professor
D. B. Doake has done much to upgrade the quality and quantity of read-
ing courses through his research in the field of reading. From 1963
to 1973, he has examined over three-thousand reports from student
teachers of diagnostic reading tests which they had conducted with
individual children at various levels of primary schools. Through
these reports, he has discovered that children are "usually inade-
quately equipped to analyze independently unknown words" and that
"many of these children are all too frequently disabled readers."
As a result of this study, he has been able to establish a set of
new courses at Christchurch Teacher's College for pre-service and
in-service reading courses. (10)
Methods
The Department of Education acknowledges that "there is no
single approach to the teaching of reading which is superior to all
others." (6) But, generally, there is only one method in New Zealand
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because of the centralization of the Education Department. Even
though teachers have "permission" to think for themselves, there is
still the central office. With the "central office," there is a cen-
tral reader and that is the natural language text. In the basic
analytic approach, the child leams to read sentences out of which
he discovers words. From these words, he discovers letters. At the
same time, he has a creative writing program which is highly motivat-
ing. In his writing program, he has to construct words out of letters
and sentences out of words, and that compliments the reading program.
With the two together, they seem to work quite well, according to
Dr. Clay. Without the writing program, Dr. Clay is not quite sure
that the reading program would be a good one, but it is based on the
child s control of language and depicts being close to his oral
language. For the Polynesian children, there must be supplementary
materials. (3)
Previous to the "natural language" method, the sight
-vocabulary
method was heavily stressed. Teaching was based on words already
known by sight, and the children were encouraged to find out for
themselves the sound for each letter. "Children should be able to
listen to and look at words and hear the sounds represented by par-
ticular letters and combinations of letters." (p. 86) (6) Dr. Clay
believes that there is almost a complete swing from word recognition
reading programs to the natural language text. (3) This is supported
f
by the fact that probably ninety-five percent of the primary schools
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in New Zealand are using the natural language teat. (19)
Thn use of programmed reading mechods Is not tendered In New
Zealand, but the Department of Education feels that it is only good
when combined
.with other programs. (6)
Secondary Reading Programs
When a secondary student is noticed to have a reading difficulty,
it is recommended that the student receive a thorough diagnosis of
the problem and that the school meet the needs of the student so he
will no longer underachieve for the rest of his school life. This is
a goal of the secondary reading program. Another goal would be to
get all the students reading to their potential level or, in the
short term, to get them to read to their chronological age so that
they can deal with the textbook in the classroom. In New Zealand,
there is an increasing awareness of problems on the secondary level
for the Pakeha and the Maori students not in their potential level of
reading. (20) The New Zealand level of reading for fourteen-year-olds
is as good as the top countries across the world, but remedial work
needs to be done more with the Polynesian students. (3) Developmental
reading programs are very common throughout the secondary schools.
These programs are concerned with the development of basic reading
skills, such as word attack skills and interpretive skills. (20)
There is a strong move to get the reading/remedial teacher into
the content areas. However, the content area teachers have to want
that teacher in their classroom. Not only does the remedial teacher
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have to convince the content teacher to accept her hut she must have
the backing of the principal. Mrs. Templer of the Hutt Valley
Technical School has received permission to work with some of the
science classes in that school. On one particular day, Mrs. Templer
gave out a "task sheet" and briefed the class on how to find the
main idea, how to skim, and how to find the most important sentence.
She then describes to the class how to "read" a science text. Then
she allows a three-minute time limit on the answer of each question:
(20 )
TASK SHEET
SCIENCE TOR THE SEVENTIES. CHAPTER 2T .
NAME CLASS DATE
1. Re-read Page 52.
Discuss with your group the main idea of this page.
Write a sentence giving this main idea in your own
words. Check your spelling with the text.
2. Do you find that the diagram at the top of the page
helps you to understand?
3. Do you find that the illustrations help you under-
stand?
4. Now re-read Page 53.
Copy out two sentences or phrases that you think
sum up what that page is about. You can have two
minutes to discuss this with your group.
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5 . Look at the Science Vocabulary on Page 54
~.°f the uords are from a root or basewora, e.g., consumer comes from consume.
Write three other words (from the list) thatformed by adding a suffix to the root word.
are
( 20 )
The books used for these students have been written for slow learners
and were published In New Zealand. Reader’s Digest Science booklets
are also used. The students of this secondary science class have
also made their own science books, hardcover, with index, table of
contents .... (20)
The Department of Education acknowledges that science books for
slow learners may prove to become difficult as the student gets into
the middle of the book. (6)
• • . but with careful teaching of the special science
vocabulary, first through discussion and then through
directed silent reading followed by further discussion,
this increase should present little difficulty, (p. 210)
(6 )
Books
Basal texts are, generally, not used in the New Zealand primary
classrooms, except for the children who have been in school two or
three years and are still reading on a first grade level. The
Department of Education recommends that the most interesting stories
be taken from basal texts for these students to read but cautions
that "there should be no need to use expensive American basal material
with children making normal progress in learning to read." The
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Department does admit that finding material for the leas able or leas
successful reader is difficult. (6)
The most popular book used in the Infant Schools is the Ready to
Read series, a color series for the reading stages of the child. It
is estimated that ninety-five percent of the schools in New Zealand
are using them. The series uses an eclectic type system, combining
phonetics and the look-say method. The Ready to Read series is a
native publication so there is relevance to the student. They are
also "integrated" as they show white and Polynesian children in their
illustrations. A first-grade teacher will have her class grouped
because of the school entry age and the students that have just
arrived start with the simplist Ready to Read book, Early in the
Morning. Its first page says, "Bill is asleep." The second book,
Going to School, has on its first page, "Today is Timothy's birthday.
He is five." Both of these books have relevance to the child just
entering school. The Ready to Read series are not used exclusively
in the classroom. There is a variety of material to supplement the
series. Native New Zealand books for classroom use are considered
relevant. (19)
Educational Television
There is no educational television, to speak of, in New Zealand
and nothing in the teaching of reading. It is considered that it
will be years before educational television is developed for
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New Zealand schools. (15) Some secondary schools have closed-circuit
television but nothing in "reading." (3 , 16) "Sesame Street" is on
regular television, but there does not seem to be any concern if
children watch it or not. New Zealand has "Play Street," which is
a similar type program and the English is more appropriate to
New Zealand. (19)
New Zealand television has not yet been developed in such great
quantity as some other English-speaking countries. Dr. Warwick B.
Elley of the New Zealand Council for Educational Research investi-
gated (1972) the reading preferences of upper elementary and junior
high students in New Zealand and found that reading ranked ahead of
television viewing. (13)
Summary
The unique entry age of the child on his fifth birth may raise
some questions to the visitor as to the readiness of the New Zealand
child. There seems to be no "raised eyebrows" in New Zealand. A
child starting first grade on his fifth birthday does not disturb
the New Zealanders. Teachers seemed to be well trained to handle
the first grade beginning reading program. The teacher does have
and sometimes does employ other methods for students having diffi-
culty learning to read with the popular reading program, the "natural
language text." Another unique program is the acceptance of keeping
a child in the first grade a period of two years until the teacher
considers it time for movement into second grade. This is evident
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when a child enters first grade in "midstream" and is retained the
full next school year in grade one.
Reluctant to set aside students in special classes even within
the same schpol, the Department of Education would rather have the
classroom teacher devote a remedial or special program within the
class. Unfortunately, many New Zealand educators do not feel that
teachers are trained well enough in remedial reading. The reading
program for teachers at Christchurch Teacher’s College is probably
one of the most progressive in preparing teacher trainees and
experienced teachers in reading. The assignments done for this
course are not necessarily remedial reading but what work is done is
to prevent reading failure.
Remedial reading classes are conducted for Polynesian students
that have come from surrounding islands for the completion of their
secondary education. Their limited English prevents them from par-
ticipating and understanding the work in the regular classroom.
Motivation is high for these students as well as Maori children.
The most popular method in the teaching of reading is through
the ’’natural language text.” This is an analytic program of the
whole sentence approach. With this program is a creative writing
program which educators consider indispensable with the natural
language program. Basal texts are not used, except in special cases
of some poor readers.
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CHAPTER XV
CONCLUSION
I
One leaves on a field research trip with expectations, optimism,
and perhaps a little fear of the unknown or the unexpected. This
investigator believed that one of the most difficult international
studies to undertake would be the comparative study of the teaching
of beginning and remedial reading. This investigator now believes
that it is an impossibility, after attempting to study thirteen
countries. This research project, then, should not be considered an
international comparative study, although certain comparative aspects
can perhaps be obtained from this study.
The purpose of this project was to discover and describe the
various methods used in teaching children to read in primary schools,
and through remedial programs in both primary and secondary schools.
An attempt was also made to observe the teaching of English as a
second language. It was hoped that readers of such a report would
determine themselves what can be adapted into their own reading pro-
grams.
Reflecting on this project, this investigator has noted several
items that he believes must prerequisite an effective national reading
program. 1 In order to have an effective national reading program,
"Hfe must remember that most countries have a centralized depart-
ment of education which helps facilitate educational policies and
programs.
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there first must be
for all children,
sory, it may not be
a compulsory education act with free education
In some countries, while education may be compul-
free. This only means that education is open to
those who can. afford tt. Second, the nation as a whole must have a
national goal. Third, teacher education in reading must be entered
into the curriculum of the requirements for certification in the
primary grades and remedial reading courses for upper elementary and
content area remedial reading in the secondary levels. Fourth,
greater coordination among textbook publishing houses and writers,
including illustrators, should be maintained, not so much for content
but for relevance to the lives of children in urban and rural
areas of their country. This does not mean that textbooks should be
used as a political weapon to mold the child's mind to a certain
political philosophy, although a need can be seen for a developing
nation to use textbooks in an attempt to unify a nation that has been
so distorted by sectional, ethnic, and religious biases. No one,
then, will probably argue against the principle that greater unifor-
mity in a national text should create a better democratic government.
Regional differences, urban and rural differences, must be recognized
in the preparation of these books. It is not the purpose of this
study to propose how it may be done in this country, only that it is
attempted as a national goal in other countries. England, for example,
has taken into consideration the Welsh population by allowing Welsh
to be taught in Wales if Welsh is the first language of the pupils
concerned. In predominantly English-speaking parts o£ Wales, the
schools may be bilingual. The Finnish minority in Sweden are allowed
several hours per week of Finnish. The argument, other than political
is that if Children excel in their mother tongue, a tongue they are
familiar with in their home, they will excel in the national tongue
when it is taught. An exception for the maintenance of the mother
tongue would be Israel, although the study of foreign language is
most certainly not discouraged.
Some countries do have the difficult task of trying to solidify
regional differences in language to the accepted national tongue.
Nepal is trying to do this by the teaching of acceptable Nepalese
in its provinces outside Kathmandu. It is a small country and
probably will accomplish this goal. India, on the other hand, is a
much larger complex nation that recognizes fourteen mother tongues
which are taught in its schools. Japan is quite concerned over pro-
nounciation and sends radio broadcasts into schools so students, as
well as teachers, can listen to acceptable pronounciation.
A few countries allow the instruction of a second language as
early as grade one. This does not seem to disturb the learning of
the native language being studied at the same time nor are the
children disturbed if one method is used in the study of their native
tongue and another used in the teaching of the second language.
O
Arab school children are taught Arabic as their native language
and Hebrew as a second language.
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There are countries that start the formal teaching of reading
date, in age, than others or, depending on how one looks
at it, earlier than others. Some outlooks to the age of beginning
reading are quite philosophical and biological, while others are
simply the fact that children are not prepared to ski to school until
they are seven years of age.
The goals of reading programs are defined anywhere from enjoy-
ment in reading to success in business. Some educators claim that
it is not necessary to teach reading to all because children will
eventually learn to read by themselves and we should only teach
those that have difficulties
.
3
Or, just how much reading do we have
to teach? When does the teaching of reading stop? Some will say
after the first three grades" and others will say "never." Now
these seemingly conflicting or different answers not only come from
school teachers but from educators, psychologists, reading specialists,
and even members of ministries of education. Reading instruction
seems to be like the weather, it's around us, we talk about it, but
no one seems to know what to do about it
!
What Was Accomplished or Not Accomplished
Surely, the reading problems of this country, or the rest of
the world, will not be solved by this study or any study. This
3
That is, teach reading the first three years and then stop for
those who show no difficulty.
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investigator is reminded of a comment made by his brother when he had
just finished his two-year biological research project for his
Master s Degree at New York University several years ago. The biology
project was set up to prove a certain embryological theory but proved
to be a failure. When this investigator asked his brother if he felt
depressed because his two years of careful research had ended in a
negative conclusion, the response was: "Not at all. It will mean
that some future investigator does not have to waste two years but
can go on to some other aspect or theory in embryology." While this
investigator does not imply that his study has ended in negative
conclusions, it will encourage others to investigate aspects of this
study that this investigator has not been able to go into depth and
prevent others from continuing what could result in negative results.
This study, then, has shown that there is a general concern
throughout the world about raising the standard of literacy (among
developing nations)
,
the methods used in beginning reading, concern
over remedial reading programs in both primary, elementary and
secondary schools, and teacher education in reading. Of the thirteen
countries studied, there was no single person interviewed that had a
negative position on reading in general, although there may have been
differences in methodology to reach maximum reading goals.
If the countries covered in this study could serve as an example
for the rest of the world, all the better. But these countries may
not exemplify all. Certainly a study of Latin America and Africa
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would be appreciated. The study was not concerned with the political
goals of learning to read. While an illiterate people can he geared
toward a political purpose, it can work where a literate people can
also be used for political goals as, for example, the United States
and Russia. "We live in a propaganda age. Public opinion is no
longer formulated by the slow process of what Professor John Dewey
called shared experience." (p. vii) (3)
This investigator did not walk in "where angels fear to tread.
"
No missionary work was done on this research project. Surprisingly,
teachers would ask, "Are we doing it well?" or "Are they doing it
the same way in other countries?" This led the investigator to
conclude that either teachers are not aware what is going on around
the world or literature is very limited. When this investigator
suggested that teachers play an active role in the International
Reading Association, they would smile and say, "You mean the American
Reading Association ,n4
Comparative Themes
Are Teachers Trained Sufficiently in Reading ?
The outcry from administrators and educators is that there is
not enough teacher training in reading. A new teacher does not have
sufficient training in the field. Some claim that even if you give
^In fairness to the International Reading Association, this
organization did open an international office in Paris in 1972.
a student teacher the maximum nether of reading courses It will not
be sufficient. They claim that only years of experience win make a
good reading teacher. Should, then, new teachers not be permitted
to teach reading, if they are trained for primary education? Should
experienced teachers only teach the first three years of school and
new teachers take over as aides and not be permitted to teach reading
until their third or fourth year? This may be possible in countries
where school teachers teach one grade, but what about teachers that
are with their class seven years? If training is not sufficient in
the teaching of reading, it must be worse in remedial reading train-
ing.
Host countries observed seemed to have sufficient programs for
teachers in the elementary and secondary grades. Concerning reading
classes, there seemed to be a minimum of class time for this subject.
While acknowledging that reading is most important, teachers' colleges
seem not to be concerned about increasing their classes in teaching
reading in the native tongue. There seemed to be great sensitivity
in increasing teacher training programs an additional year, from
three to four. The additional year, it was hoped by educators, would
increase the training hours in teaching reading.
In England, educators and government-sponsored committees have
looked into teacher training and have concluded that teacher training
in reading in teachers' colleges appears to be neglected. Rather
than increase or interfere with the traditional pattern in teacher
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training schools, the Department of Education has established several
long-term programs for experienced teachers in universities through-
out England. Experienced teachers receive a type of "sabbatical"
l
from their school and funds for the course are supplied by the
Government. Reading centers, established with teachers’ colleges at
universities, also offer inservice courses for both new and experi-
enced teachers. Other countries have established similar programs.
Teacher training comes under sharp criticism from reading educa-
tors as to the number of hours or courses given at teacher training
colleges. There seems to be little increase in class hours, but
there does seem to have been improvements on the quality of the
courses.
The amount of time a new teacher should have had in the teacher
training college seems to plague the world. Not one country studied
could come up with an answer. Studies still continue to find the
correct number of hours and courses. Even recently (1974)
,
Dr. Mogens Jansen, a leading reading educator in Denmark, sent an
appeal out to the world asking for information on the number of
"lessons" devoted to the teaching of the mother tongue within the
teacher training colleges.
5
This investigator does not question the
honesty and concern of the request but does question to
what purpose
will it serve.
^International Reading Association, "Can You Give An
Answer?"
Reading Today International , Vol. Ill, No. 3, Paris,
July 1974.
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At.. What Age Should the Child Start Formal Raa rf<n
f
,
7
The ages start anywhere from five to seven. Culture seems to
have a bearing on this. In Japan, the child already knows how to
l
read a form of Japanese when entering school at age six. In other
countries, like those of Scandinavia, reading is not encouraged until
the child starts school at the age of seven. In New Zealand, it is
the age of five. No substantial reasons appeared to justify the
diversions of ages in starting to learn to read. Some children can
start at the age of four and perhaps it is to the advantage of others
to start at the age of seven or even older. Socio-economic back-
grounds or cultural backgrounds do seem to have a strong likelihood
in the starting age of reading.
Methods
As stated in the Introduction, there are basically three methods
in teaching reading. Depending on the structure of the language,
the intelligence of the pupils, and the innovations of the teacher,
the methods are synthetic, analytic or a combination of both called
"eclectic." The form of the language, be it Latin, Semetic, or
Oriental, does not seem to determine the method used. All methods
are used, in one way or another, for any language that this investi-
gator observed. There does, however, seem to be a definite trend
toward the analytic methods while reserving the more synthetic
methods for remedial programs.
England's approach toward eclectic programs is encouraged by her
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extensive inservice courses for experienced teachers and for new
teachers, the Reading Centers. The Open Classroom concept has allowed
teachers to become more innovative in their reading program. The
l
Teaching Alphabet (I.T.A.) has demonstrated that Great
Britain is willing to try new methods to improve reading standards
and, hopefully, eliminate reading failure.
The Netherlands has for years maintained a balance of synthetic-
analytic approaches to reading. While the Hoogeveen was a synthetic-
analytic approach, the latest reading program (Caesar) seems to be
very analytic in its approach.
Scandinavian countries are not too concerned if the child does
not start reading, independently, at the first year of school. While
concerned with reading progress, they seem to consider the social and
psychological feelings of the child prerequisite to reading. Having
the same child for three to seven years allows the teacher to teach
reading at a natural pace. The methods the teachers use in Denmark
and Sweden are, more or less, left to their choice. Combinations
or eclectic methods are used by these teachers. Headmasters do not
dictate methods but teachers realize they are limited to materials.
The methods used in Norway and Sweden are more phonetic structured
than in Denmark because Norwegian and Swedish are more phonetic in
language structure. Therefore, the traditional synthetic methods
are
still used in those countries. Some educators argue, though,
that
since Norwegian is so phonetically constant there is no
reason why
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whole-word or analytic methods should not be used. There is a small,
but growing, number of reading educators in Norway "pushing" for the
analytic methods.
I
Switzerland Carman speaking) has been using analytic methods
for the past several years. The synthetic methods are used in special
cases, such as remediation. The German cantons of Switzerland seem
now to be using an eclectic approach to beginning reading. However,
methods do differ, even if the same approach is used, from canton to
canton.
Leaving the European Continent, we now enter into cultures where
the written script is different than our familiar Latin script. In
Israel, Hebrew, a language Semetic in origin, is read right to left
and uses symbols for consonants while placing vowel symbols under the
consonant symbol. The alphabetic and phonetic methods were tradi-
tionally used in teaching the language since the Hebrew symbols are
constant. These synthetic methods were disappearing by the 1940's
and by the time of the establishment of the State of Israel, in 1948,
the whole-word method was becoming popular. With mass immigration in
recent years, the alphabetic methods have been re-introduced,
especially for children from North Africa. Basically,
teachers in
Israel either use a phonetic or whole-word method.
Another Eastern language, Farsi, is the language
of Iran. Like
Hebrew, Farsi root words can be pronounced
differently without their
vowels Cwhen not in a sentence). However,
unlike Hebrew, Farsi vowels
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change their shape, are also at the top of the consonant, and can
change the consonant by the location of the vowel. The analytic or
whole-word methods seem to have been popular for some time in Iran.
Now an eclectic method combining both synthetic and analytic methods
is becoming popular. In this method, words are broken into syllables
and this is done physically in the class by hand-signals, done only
in the very early stages of learning to read. Writing and reading
are taught together.
Since most of the Indian languages are phonetically pure, it
had usually been the practice to introduce reading by the alphabet
method. This method was -usually considered best for teachers that
had little training, as it was the easiest and required little
innovation. The trend now is toward the whole-word and the whole-
sentence method. Starting with a sentence, for example, that the
child is familiar with and heard expressed many times, the alphabet
will be taught. The sentence is usually no more than three words.
There is, as in other countries, those opposed to this reading
method. In the case of learning the whole-sentence, some educators
fear that children are forced to accept the pronounciation , phrasing
and oral interpretation of the instructor.
Just emerging from years of isolation, Nepal is working hard at
bringing education to its population. Because of the mountainous
terrain, little communication has ever existed between tribes or
provinces. As a result of this almost non-existent communication,
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Nepal has over thirty distinct variations in Its language. Pure
Nepalese Is highly phonetic and the traditional method In teaching
reading has been the whole-sentence method. Nepalese educators reject
synthetic methods as "slow and meaningless" to the student.
Japanese children know how to read before entering grade one,
but this knowledge is in Hiragana, forty-eight characters of purely
phonetic syllabry
. What the child must learn in school is Kanji,
which are Chinese ideographs or characters used for "solid" words
(nouns, adjectives, verbal stems). By the time the student completes
grade six, he must know almost one thousand Kanji symbols. In teach-
ing Kanji, a "radical analysis method" is used. In this method, used
in the early grades, every Kanji character that contains the same
radical (as in river, sea, pond, lake) is sometimes taught at one
time. These are sometimes called pictographic symbols. After the
child has mastered a few Kanji symbols, and he has knowledge of
Hiragana, his teacher may have him read orally, for correction of
errors. Next, she will have him read the selection again and ask
the student to think for comprehension. The third part consists of
appreciating the moral of the story. This method is called the "three-
step method." A one-step synthesis method, which rejects the "three-
step method," has the child read the story only once. Whether it is
the one-step or three-step or some other method, it is important to
note that the same method will be used throughout the entire grade
in a school because, like the United States, children remain with the
same teacher only one year.
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Like other English-speaking countries, Australia abounds in read-
ing methods. Some claim that Australia has taken the "best" from the
English-speaking world. Even Dr. Getagno's Words in Color seems to
be rather popular in New South Wales. Basically, phonics has always
been taught in Australia and many teachers seem to find it difficult
to change, although they now have liberty to change, more or less.
In New South Wales, a linguistic program, Breakthroueh to Literacy
.
is being enthusiastically tried with apparent success, according to
its teachers.
Although New Zealand acknowledges that there is no single approach
to the teaching of reading, the centralized Education Department
encourages a "natural language text." About ninety-five percent of
all schools have it. This is an analytic approach in which the child
learns to read sentences. From these sentences, he discovers words
and then letters. The booklets he reads are based on the child's con-
trol of language and depicts being close to his oral language. Prior
to the "natural language" program, children learned to read by a sight-
vocabulary method. Polynesian children are offered the same program
but with supplementary materials.
Remedial Reading
As education becomes compulsory and free up to and including the
secondary level, there will be, unfortunately, need for remedial pro-
grams. While remediation should be involved only in the primary
grades, according to the experience and opinion of this investigator,
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there will be those that will manage to "slip" by either through
administrative errors or lack of trained remedial teachers in a
school. Teachers are human and have the failings of all mortals;
t
children will.be promoted to the next higher class in hopes that the
remedial problem will disappear with maturity.
In every country observed on this research project using the
Latin script, educators expressed acknowledgement of remedial reading
problems on the secondary level. Countries other than those using
Latin script, Israel, Iran and Japan, were not too concerned with
remedial programs at the secondary level if the child had received
an education since the school entry date. There would be problems
with immigrant children, as in Israel, or "new" adult literates, as
in Iran.
Relevance
Relevance in reading is like the definition of "beauty"—in the
eyes of the beholder. What is relevant to one may not be relevant to
another. Relevance in children's texts are argued in all countries.
In English-speaking countries, rural stories for urban children and
urban stories for rural children are supposed to deter, according to
some critics, children from learning to read. That is, for those
having difficulty in learning to read. Other complaints are that
stories for boys are not supposed to interest girls and the reverse
is supposed to be true. In India, Moslums complain that texts are
Hindu-oriented and therefore discriminate. Israel worries about its
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new immigrants, especially those from North Africa, finding texts
not representative of their cultural and ethnic background.
Iran and India have developed texts for rural children. Sanita-
tion, agriculture and even simple business arithmetic have been inter-
woven within the reading texts. Nepal is another country that is try-
ing tnese similar texts and in order to solidify nationalism, it also
includes stories on the lives of national heroes.
Although relevance is acknowledged in reading texts by all
interviewed
,
all admit that it is the expense of publishing for every
group within the nation that prevents more relevant textbooks in early
reading programs.
Future Research
Pandora, according to classical mythology, was entrusted a box
by Zeus containing all of man's ills. Out of curiosity, Pandora
opened the box. Another version is that Pandora opened the box but
quickly shut it when she saw all human frailties escape, but in her
quickness to shut the box, she locked in "hope." While this project
was no Pandora's box, it is "hoped" that it will encourage more
research in international reading. From this investigator's experi-
ences, educators and ministries of education are willing to accept
serious investigators that will not ridicule their reading programs,
as we all have defects in our educational systems and are always in
the need for improvement and change.
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The need for further projects to fit or put together this
puzzle on reading is paramount. It is important that the researcher,
a^er he has picked his topic and country or countries he wishes to
t
study, try to -read as much of the existing research available from
that country. If it is an English-speaking country, there is no
difficulty. If the researcher is fortunate to be bi- or multi-
lingual, all the better. Reading associations and the departments
of reading within the ministries of education can be most helpful in
referring the researcher to individuals within their country that
could help the researcher with their particular project. The interna-
tional studies of Downing (1) and Thorndike (4) are a "must” for the
serious researcher of international reading. For the study of
literacy, both reading and writing, Gray (2) would be most helpful,
as well as D.N.E.S.C.O. publications.
During this investigator's study, many possibilities for interna-
tional research in reading were noticed. A summary follows that this
investigator feels should be "followed up" as they will make valuable
contributions to international reading research.
If we are to take language into consideration, then it is felt
that studies between countries with a common language should have
some validity. For example, more study should be done between the
English-speaking countries of Australia and New Zealand as compared
to the United States. While much has been done by American
researchers
in England, not enough research has been carried out
in Australia and
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New Zealand. The American may find it convenient to travel to
England. Its historic past and connection with this country is
fascinating, but culturally England has now very little in common to
l
the United States. We are a "nation of immigrants" and the American
researcher in reading should look toward Australia. This country
was founded a few years after the United States and while it may have
adopted some social and traditional English institutions, in educa-
tion it did not. New Zealand, founded in the nineteenth century
after Australia, would also serve as a research source for a compari-
son of English-speaking countries in reading education. New Zealand
starts their children at grade one on their fifth birthday and a
reading program commences immediately.
A comparison of the effectiveness of reading programs between
inner-city children in the United States as compared to similar inner-
city children (Aborigine children) in Sydney or Wellington (Maori
children) would be a most welcomed study.
This investigator does not want to neglect the contribution that
England has to offer in reading. Further study of the effects of her
new long and short-term reading programs for experienced teachers may
serve as a comparison to our graduate programs in reading in this
country (as well as Australia and New Zealand)
.
Special reading programs for disadvantaged children have
been
established in this country by the Department of Health,
Education
and Welfare (H.E.W.). There have been special
programs in other
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countries for disadvantaged and illiterate youth. Iran has
established night school for children. While this program will
probably not be used in this country
,
6
it may prove a valuable study
in methods fot low-income, but motivated, children.
Outside the United States, departments of education or minis-
tries of education dictate educational policy and in most cases
reading programs. Is this type of organization instrumental in
establishing reading policy effectively? Does it allow for innova-
tion and freedom of choice of reading programs within the individual
school or local district? What powers do local district leaders have
over the reading programs, if any? All these questions should be
researched as there seems to be fear that our federal government may
eventually dictate educational policy. How effective does it work in
other countries?
What effect has there been on the community that has increased
the literacy rate among school children, and adults? This could be
a study of a community that has had a reading program established
about ten years before the suggested study starts. How has it
affected teenagers and young adults? Has the reading program pros-
pered the community financially? Has sanitation and the standard of
6
Evening schools were established by the City of New York in the
first quarter of this century for working immigrant children.
^One exception being Switzerland, whose educational administra-
tion is decentralized.
health improved? What have been the negative results of a reading
program? Have young adults left the town for the larger cities and
higher education thus robbing the town of a new generation of
t
workers?T
»
Well-intentioned educators are invited by well-intentioned
administrators to write materials for reading programs and to offer
inservice workshops to teachers. What happens to these materials?
Are they actually used or just put aside after a short period of use?
A "follow-up" project would be most important as to the longevity of
such services. Before leaving on this research trip, this investiga-
tor read of a certain set of reading primers that had been written by
a team of American reading experts in cooperation with a distinguished
educational institution in India. According to what this investiga-
tor read, the program was supposed to have "revolutionized" reading
programs in India. When this investigator did his research in India,
he could find no one who had ever heard of the American reading
experts nor their series of reading books. Finally, it was dis-
covered that the program was written for one of the states of India
and only for one of the fourteen official languages. This investiga-
tor does not mean to minimize the contributions of reading experts to
other countries but he wants the reader to be aware of emotional
and
exaggerated bursts of sincere appreciation.
The preparation of a primer text is one of the most
disputed
areas in reading education. What is the best approach
to use in
beginning reading? Every country will have its experts on the
"correct" reading methods to use and the texts that go along with
that particular method. Studies in English-speaking countries are
l
plentiful. W|th a knowledge of these studies, a researcher should
ask reading personnel in non-English speaking countries their
philosophies on the methods they advocate. At times, this study was
limited to the literature on reading programs which usually consisted
of only one point of view. Seemingly convinced that a particular
country had only one methodology and one reading program, he was
surprised to find opposing views and programs.
Materials other than the primer are used more than ever before.
These supplementary aids are either prepared locally or bought com-
mercially. Audio-visual aids are still expensive in many countries
and resistance may be strong. How, then, has the effect of these
materials improved reading ability? Are these materials handled and
used properly?
Teacher's manuals and guides are needed especially in areas
where there are no experienced teachers. This does not mean that
experienced teachers will not find manuals helpful. Do teacher's
manuals follow, depart from an educational policy, or encourage
innovation? Do the manuals allow for slow or retarded readers or are
they only written for one groqp of children?
Teacher education in reading should tell us how teachers are
prepared for teaching reading. The kinds of classes offered and
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their content in teacher training colleges should show us how this
type of education is handled and thought of throughout the world.
Graduate courses in reading, special reading classes for the slow
or retarded reader, and certifications in reading that other countries
offer would be contributing to a better understanding and possible
qualitative improvement of courses in this country.
Testing still seems to be on the "testing" stage in many
countries. There is a reluctancy to test pre-school students in this
country, while it is common practice in other countries. Do these
countries have an acceptable pre-school test to predict reading weak-
nesses? If so, how effective are these tests? Do they really pick
out weaknesses or is the teacher too aware of the results of the
test and claims her extra attention" prevented an occurrence of the
weakness?
This study acknowledges the broadness of the field of reading
education and the many debatable issues involved in reading. Reading
research on an international comparative basis and the cooperation of
people throughout the world in the field of reading education can help
for better reading programs and progress.
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Norway :
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.
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)
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.
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.
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Reading, University of Reading, 1972.
.
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of Inquiry into Reading and the Use of English . London: BBC,
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Morris, Joyce M. Reading in the Primary School . National Foundation
for Educational Research in England and Wales. London: Newnes
Educational Publishing Company, Ltd., 1959.
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OBSERVATIONS
Australia:
Carlingford Public School, Arlingford, New South Wales
March 30, 1973.
Narooma Central School, Narooma, New South Wales, April 9-10, 1973.
North Rocks School for Blind Children, Parramatta, New South Wales
March 29, 1973.
North Rocks School for Deaf Children, Parramatta, New South Wales,
March 29, 1973.
Woollahra Demonstration School, Woollahra/Sydney
,
New South Wales,
April 3, 1973.
Denmark :
Hovedstadens Ordblindeskole
,
Copenhagen, September 6, 1972.
Hyldegardskolen
,
Charlottenlund
,
September 8, 1972.
Jellebakkeskolen
,
Risskov/Arhus
,
September 11, 1972.
Lyngby Schools, Lyngby, September 7, 1972.
Rosenvangskolen, Viby, September 12, 1972.
Skotegardsskolen
,
Kastrup, September 15, 1972.
Statens Institut for Talelidende, Risskov/Arhus, September 13, 1972.
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India :
Ismail Begrauhanuned High School, Bombay, January 24, 1973.
Imamwada Schools, Bombay, January 23, 1973,
Mumbadevi Uppfcr Primary Gujarati School, Bombay, January 23, 1973.
Iran :
Asemi School, Tehran, January 6, 1973.
Baghcheban School for the Deaf, Yoosefabad/Tehran
,
January 8, 1973.
Farhad School, Tehran, January 9, 1973.
Iran Zamin International School, January 6 and 10, 1973.
Mehran School, Tehran, January 6, 1973.
Israel :
Givat Gonen Bet Sefer, Katamon/Jerusalem, December 29, 1972.
Hari Yehuda Bet Sefer, Jerusalem, December 18, 1972.
Massada Bet Sefer, Gonen Gimel/Jerusalem, December 31, 1972.
Usishkin Bet Sefer, Jerusalem, December 17, 1972.
Japan :
Fujimi Elementary School, Chiyada-ku, Tokyo, March 12, 1973.
Ichikawa Elementary School, Chiba, March 13 and 16, 1973.
Tamagawa Gakuen Elementary School, Tamagawa/Tokyo
,
March 14, 1973.
Tokyo Metropolitan Nishi Upper Secondary School, Tokyo, March 10, 1973.
Nepal :
Model Primary School, Pat an /Kathmandu, February 11, 1973.
United Mission Girls High School (Mehendra Bhawan Girls School)
,
Naxal/Kathmandu, February 11, 1973.
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The Netherlands :
Burghtschool, Amsterdam, August 31, 1972.
Prof. Dr. 0. Decroly School, Geuzenwald/Amsterdam, August 31, 1972.
Montessori MAYO Secondary School, Amsterdam, August 28, 1972.
Municipal Pedo-Therapeutic Institute, Amsterdam, August 8 and 22, 1972.
School voor Schipperskinderen
,
Amsterdam, September 1, 1972.
New Zealand :
Hutt Valley Technical College, Petone, April 18, 1973.
Northland School, Wellington, April 19, 1973.
Parameta Elementary School, Parameta/Wellington
,
April 17, 1973.
Porirua College, Porirua, April 16, 1973.
Wellington High School, Wellington, April 19, 1973.
Norway :
Fjelltun Skole, J^rpeland, October 3, 1972.
Lilleb^ Skole, Haugesund, October 5, 1972.
Naersnes Barne Skole, Naersnes
,
October 9, 1972.
Romsas Skole, Ravnkolien /Oslo
,
September 21, 1972.
Statens Spesiallaerskole
,
Hosle, September 25, 1972.
Spesialskolen for Telehemmede, Bredtvet/Oslo
,
September 26, 1972.
Torshov Skole, Oslo, September 22, 1972.
Sweden :
Ragsvedsskolan
,
Bandhagan/Stockholm, October 16-18, 1972.
Satraskolan, Satra/ Stockholm, October 23-25, 1972.
Stockholms Lararhogskola, Stockholm, October 19, 1972.
Varbergsskolan
,
Skarholmen /Stockholm, October 27, 1972.
469
Switzerland :
Schulhause Buchlem, Zurich, November 4, 1972.
Schulhaus Friedrichstrasse, Zurich, November 2, 1972.
I
Gemeinutzige §chule fur Entwicklungsgehemmete Kinder, Basel,
November 8, 1972.
Ho lbein-Gymnas ium
,
Basel, November 6, 1972.
Kindergartenhaus Wiedikon, Zurich, October 30, 1972.
Logopadischer Dienst Basel-Stadt, Basel, November 8, 1972.
Rudolf Steiner Schule, Basel, November 9, 1972.
Rudolf Steiner Schule, Zurich, November 2, 1972.
Sprachheilschule Stafa, Stafa, November 10, 1972.
INTERVIEWS (TAPED)
Australia (New South Wales) :
Braithwaite, John. Lecturer, School of Education, Macquarie
University, North Ryde, New South Wales, April 2, 1973.
Bums, Keith. Curriculum Director Inspector, Department of Education,
New South Wales, April 4, 1973.
Crago, Gwen. Lecturer, William Ballmain Teachers College, Lindefield,
New South Wales, April 2, 1973.
Falkenmire, Gene. State Inspector, Department of Education, Sydney,
New South Wales, April 4, 1973.
Graves, A. Teacher, Woollahara Demonstration School, Sydney,
New South Wales, April 3, 1973.
Macdonald, C. L. Inspector of Schools, Department of Education,
New South Wales, Sydney, March 28, 1973.
Richardson, Jean. State Inspector, Infant Division, Department of
Education, New South Wales, Leichardt, April 5, 1973.
Sheppard, Marlene. State Inspector, Department of Education,
New South Wales, Wahroonga, April 6, 1973.
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Watts, Graeme. Chief Research Officer, Centre for Research inLearning and Instruction, Department of Education, New SouthWales, Sydney, April 4, 1973.
Denmark ;
l
Carlsson
,
Jen$ and Mette Rubin. Teachers, Skottegardsskolen
Kastrup, September 15, 1972.
Hesselholdt
,
Sv. Lecturer, The Royal Danish College of Education,
Copenhagen, September 8, 1972.
Hjorth, Knud and Erik Livbjeg. School Psychologists, School
Psychological Services, Arhus, September 11, 1972.
Jacobsen, Eva. Director, Hovedstadens Ordblindeskole
,
Copenhagen,
September 6, 1972.
Jansen, Mogens. Research Director, The Danish Institute for
Educational Research, Copenhagen, September 4 and 15, 1972.
Nielsen, Ase. Reading and Speech Therapist, Statens Institut for
Taleldene
,
Ris skov/Arhus
,
September 13, 1972.
S^egard, Arne, Chief Psychologist, and Mogens Hansen, School
Psychologist. Lyngby, September 7, 1972.
Solgard, J. 0. Headmaster, Rosenvangskolen
,
Vilby, September 12, 1972.
Shou-Andersen, H. Headmaster, Hyldergardskolen
,
Charlottenlund
,
September 8, 1972.
India (Bombay) :
Faruoquie, A. Superintendent of Urdu Schools, Bombay,
January 22-24, 1973.
Panderkar, V. Y. Research Reading Officer, City of Bombay, Bombay,
January 22, 1973.
Staff. Mumbadevi Upper Primary Gujarati School, Bombay,
January 23, 1973.
Staff. Imamwada School, Bombay, January 23, 1973.
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Iran
:
Ayman, Lily. National Institute of Literacy, Tehran, January 3, 1973.
Habibi, F. Director,
Education, Tehran
Tehran Adult Education Department, Ministry of
,
January 6, 1972.
Mafi, A. Headmaster, Mehran School, Tehran, January 6, 1973.
Mirhadi, B. Principal, Farhad School, Tehran, January 9, 1973.
Pimazar, S. Baghcheban. Principal, Baghcheban School for the Deaf
Tehran, January 8, 1973.
Israel
:
Feitelson, Dina. Professor of Education, Hebrew University, Jerusalem
December 24, 1972. ’
Gothold, A. Ministry of Education, Jerusalem, December 15, 1972.
Hirsch, Alisa. Head Counselor Remedial Education, Ministry of
Education, Jerusalem, December 25, 1972.
Kohn, Adir. Professor of Education, Haifa University, Jerusalem,
December 13, 1972.
Levin, Yael. Principal/Teacher, Bet Sefer Givat Gonen, Katamon/
Jerusalem, December 29, 1972.
Lifshitz, Devora. Lecturer, Levinsky State College of Education,
Tel Aviv, December 28, 1972.
Nusenbaum, Penina, Principal/Teacher, and Yeala Wolner, School
Psychologist. Massada School, Gonen Gimal/Jerusalem,
December 31, 19 72.
Ofer, Mirara. Remedial Reading Counselor, Ministry of Education,
Usishkin School, Jerusalem, December 17, 1972.
Japan :
Abe, Yoshimasa, Headmaster, and Staff. Fujimi Elementary School
Chiyado-ku, Tokyo, March 12, 1973.
I to, Mitzuko. Teacher, Ichikawa Elementary School, Chiba,
March 16, 1973.
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SakM.oto Takahiko. Director, Department of the Science of Reading,
March 16, m“
Ute °f EduCat ional Research
> Koisikawa, Tokyo,'
Yamamoto, Masao. Director, School Broadcast Division, Japan
Broadcast Corporation (NHK)
,
Shibuya-ku, Tokyo, March 17, 1973.
Nepal : *
Kiran
,
Chandra. Lecturer, College of Education, Tribhuwan University
Kathmandu, February 12, 1973.
McCombe, A., Headmistress, and Staff. United Mission Girls High
School (Mahendra Bhawan)
,
Naxal/Kathmandu, February 11, 1973.
Rongong, R. K. Lecturer, College of Education, Tribhuwan University,
Kathmandu, February 11, 1973.
Shakya, M. M. Teacher, Model Primary School, Patan/Kathmandu,
February 11, 1973.
The Netherlands
:
Gruen, A. Teacher, School voor Schipperskinderen
,
Amsterdam,
September 1, 1972.
van Rijswijk, Kees. School Psychologist, Municipal Pedo-Therapeutic
Institute, Amsterdam, August 8 and 22, 1972.
New Zealand :
Beardsley, Nada. Remedial Reading Teacher, Christchurch,
April 13, 1973.
Clay, Marie. Professor of Education, The University of Auckland,
Auckland, April 21, 1973.
Doake, David B. Lecturer, Christchurch Teachers College, Christchurch,
April 13, 1973.
Maguiness, R. J.
,
Associate Principal, and Mrs. Molly Ward, Remedial
Reading Teacher. Porirua College, Porirua, April 16, 1973.
Taylor, Mari. Teacher, Northland School, Wellington, April 19, 1973.
Templer, H. Remedial Reading Instructor, Hutt Valley Technical
College, Petone, April 18, 1973.
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Norway :
Asheirn, Sigvald. Chief School Psychologist, Haugesund School
District, Haugesund, October 5, 1972.
Berge, Ingeborg. Spesialpedagog, Roiusas Skole, Oslo
September 21, 1972.
Borresen, Berit. Curriculum Director Grades 1-3, City of Oslo
Oslo, September 20 and 28, 1972.
Cocazza, Rose Marie. Teacher, Torshov School for the Mentally
Retarded, Oslo, September 22, 1972.
Gjessing, Hans-Jtfrgen. Director, State College of Special Education
Hosle
,
September 25, 1972.
Langenes, Alfhild. Speech and Reading Specialist, Spesialskolen for
Taleheramede
,
Bredtvet/Oslo
,
September 26, 1972.
Sevland, Steiner. School Psychologist, Haugesund School District,
Haugesund, October 5, 1972.
Sweden
:
Ekvall
,
Ingrid. Lecturer, Stockholms Lararhogskola
,
Stockholm,
October 27, 1972.
Hakanson, Elisabet. Lecturer, Stockholms Lararhogskolen
,
Stockholm,
October 19, 1972.
Helmer, A. School Psychologist, Satraskolen, S'dtra, October 27, 1972.
Schjott-Quist
,
Vivi. Teacher and Vice-Principal, Ragsveds Skolen,
Bandhagan, October 16, 1972.
Switzerland :
Bohny, August. Psychologist, Logopadischer Dienst Basel-Stadt, Basel,
November 8, 1972.
Cordier, Helen, Teacher, Therese Huber, Teacher, and Leo Susler,
Headmaster/Teacher, Schulhaus Buchlem, Zurich, November 4, 1972.
Gygax, Esther. Special Education Teacher, Kindergarten Wiedikon,
Zurich, October 30, 1972.
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Beratungsstelle dasr icaac Zurich, Zurich, November 1, 19 72.
Muller, Ernst. Professor, Pestalozzianum, Zurich, November 3, 1972,

